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ABSTRACT 
"If curriculum innovation is the goal, it is not enough to merely publish a new 
curriculum or assessment standards, particularly in the context of a developing country 
.... Detailed attention needs to be given to how the curriculum ideals will be realized in 
practice" (Rogan, 2006, p. l 9). 
The study investigated the English as a second language (ESL) curriculum in 
Grade 5 for the Omani Government Schools. Specifically, the study sought to answer the 
following questions: 
1. What is the prescribed English language curriculum for Grade 5 for the Omani 
government schools? 
2. To what extent does the taught English language curriculum for Grade 5 reflect the 
prescribed curriculum? Specifically, why do or do not teachers adapt the prescribed 
curriculum? If they do, how do they do it? 
3. What implications does the relationship between the prescribed and the taught 
curriculum have for the English language curriculum in Oman? 
The researcher conducted a qualitative in-depth exploration of how four Grade 5 
teachers (two male and two female) implemented the English as a second language (ESL) 
curriculum prescribed by the Ministry of Education in Oman. Data collection included: 
(1) description of the prescribed English as a second language curriculum for Grade 5, (2) 
class observations, and (3) post-observation conversations. 
The researcher described the prescribed curriculum, identified the taught 
curriculum by the teachers, and compared the similarities and differences between the 
two. Post-observation conversations focused on teachers' perception of the prescribed 
curriculum and taught curriculum and their rationale for modifying or not modifying the 
prescribed curriculum. If modifications were made, the researcher discussed with 
participants how and why they modified the curriculum. 
Results showed evidence that most of the changes and modifications teachers 
implemented were in the instructional methodology, how to teach the prescribed 
materials, with some additions, deletions, or re-sequencing of steps, and so on. Finally, 
the researcher provides the Ministry of Education in Oman with some recommendations 
to help improve the English language curriculum for the Omani government schools. 
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"If curriculum innovation is the goal, it is not enough to merely publish a new 
curriculum or assessment standards, particularly in the context of a developing 
country .... Detailed attention needs to be given to how the curriculum ideals will be 
realized in practice" (Rogan, 2006, p.19). 
This study has been inspired by my own experience, first as a student, then as 
a teacher of English, later as the Head of the English Language Textbook Production 
Section of the English Language Curriculum Department of the Ministry of Education 
(Oman), and, finally, as a Curricula Evaluation Consultant at the Curricula Evaluation 
Department of the Ministry of Education (Oman). In other words, I have experienced 
the English language curriculum as a student, taught it as a teacher, planned it as a 
curriculum designer, and now I am evaluating it as a curriculum evaluator at the 
Curriculum Evaluation Department of the Ministry of Education in Oman. I have 
experienced the three types of curriculum that educators, such as Marsh and Willis 
(2007), determine for curriculum development: planned, taught, and experienced. 
Consideration of these three types of curricula is paramount to designing and 
evaluating a new curriculum in order to minimize the gap between what is planned 
and what is actually learned by the students. 
As a student in Oman, in the early 80s, every night I had to memorize lists of 
vocabulary and grammar rules for my English class. I had to be ready for the daily 
five-minute quiz at the beginning of class. Quizzes, midterms, and end-of-term 
examinations were the main "motivators" for learning. English was just one more 
subject to pass for students to move on to the next grade level. 
I wished that my teachers would do something different from time to time. I 
always wondered why it had to be the same all of the time. I liked doing practical 
"stuff," such as working with a group, doing a project, listening to the news in 
English, and speaking English with the Indian shopkeeper working in the shop next 
my house. All that my teacher did in class was to look at his lesson plan, teach us the 
boring book, make us repeat certain vocabulary and grammatical rules, and give us 
quizzes and exams. Ironically, this negative experience as a learner was the one that 
inspired me to be an English teacher. I liked English and wanted to be an English 
teacher; I wanted to do the things that my teacher did not do. I decided that once I 
become a teacher of English, I could model and lead efforts at my school on methods 
of teaching English in a more interactive, interesting, constructivist, meaningful, and 
low-stress learning atmosphere (Brown, 2003). 
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I, therefore, completed my undergraduate degree in TESOL (teaching English 
to speakers of other languages), in Oman. It was a theoretically and practically sound 
program. We learned about different approaches to teaching and learning English as a 
second/foreign language. I was most interested in communicative, experiential, and 
constructivist teaching/learning approaches, in which the aim is to create a learning 
environment that would give learners plenty of opportunities to interact, explore, and 
be responsible for their own learning (Flynn, Mesibov, Vermette, & Smith, 2003). I 
liked the idea that students should learn because THEY want to learn and not because 
learning is imposed on them. I had decided that once I started teaching, I would like 
my role to be a guide, supporter, and counselor for my students' learning. 
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Time passed quickly, and it was now my first day at school as a teacher. I was 
ready to put what I had learned into practice. I graduated with a determination to do 
the things that I had wanted my teachers to do with me when I was a student. 
However, I (as well as all new teachers) had to attend the new teachers' orientation 
meeting in the conference room. This was the meeting where the mystery of the 
standardized curriculum unfolded. The principal started the meeting with the usual 
welcoming statement; he introduced the school and the staff and discussed the 
school's achievements and how well it was doing in terms of the standardized · 
assessment. He then discussed some of the regulations and reminders that new (and 
experienced) teachers needed to be aware of. Concluding his statement, he reminded 
everybody: "Remember! You have a curriculum to finish and assessment to prepare 
your students for. I would like to advise you to stick to your textbook and teacher's 
guide. We do encourage innovation and creativity in teaching and learning as long as 
it is within the curriculum and the time you have. Check with your supervisor for any 
alterations or adaptations you may want to include." 
That was it for me! Now I understood why my teachers did not care to be 
creative or do something different than what they had always done. The enthusiasm 
and motivation I entered the meeting with were extinguished by this orientation 
meeting. I continued teaching English as a second language for about three years 
(1995-1998) before I was promoted to work for the English Language Curriculum 
Department. Although I was very restricted by the prescribed curriculum and 
assessment, during my years of teaching English I did try to be creative and 
constructivist in my teaching, but it was like fighting a battle: I was swimming against 
the tide and fighting against a standardized educational system. 
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In 1998, I moved to the English Language Curriculum Department of the 
Ministry of Education. This is the department that is in charge of the entire English 
language curriculum in the country. I first worked as an Examination Officer, then as 
the Head of the Assessment & Evaluation Section, and finally as the Head of the 
English Language Textbook Production Section. I then earned my MA in TESOL 
(teaching English to speakers of other languages) and Applied Linguistics at the 
University of Northern Iowa, USA (2001-2003). During August of2003 I returned to 
Oman and continued working for the English Language Curriculum Production 
Section until 2005. I then decided to come back to the University of Northern Iowa 
and I started working toward my Doctorate in Education. I was given a study-leave 
from the Omani government, starting 2005 until 2009. 
In 2007, I was transferred to the newly established Curricula Evaluation 
Department as a Curriculum Evaluation Consultant. Then I had the chance to make a 
difference. I had a chance to assist in improving the educational system in Oman 
because this department is THE department that can propose changes in the system. I 
was very happy to have this new job. But before proposing any changes in the 
educational system, I decided to devote my doctoral dissertation to an investigation of 
the English language curriculum in Grade 5 for the Omani government schools so that 
I would be better informed and qualified to lead efforts in improving the English 
language curriculum in Oman. 
Because "the educational systems in the [economically and industrially] 
developing countries [such as Oman] may hot have the capacity to introduce and 
sustain deep change" (Rogan, 2006, p.2), it is of paramount importance to investigate 
the current system and curriculum so that change will be built on a solid foundation. 
From this foundation we can ensure that curriculum reform is not "too broad and 
ambitious so that teachers have to work on too many fronts, or it is too limited and 
specific so that little real change occurs at all" (Hargreaves, 1998, p.281 ). Before 
delving into my study, the following three sections describe: (a) my educational 
philosophy, (b) the education system in Oman, and (c) the English language 
curriculum in Oman. 
My Educational Philosophy on Teaching/Leaming ESL 
The dominant language teaching model in the US is referred to as the 
"communicative approach." The goal is for learners to develop competence through 
which they can not only understand, but more importantly, use the target language 
(McKeough, 1995). Leaming a second language is an accumulative process; it is not 
something that happens overnight but rather is a process that requires continuous, 
meaningful practice of what to say, when, and how, taking into account the different 
contexts in which communication can take place. Therefore, I believe that teaching 
and learning English should be as communicative and functional as possible and 
should directly relate to how the language is used in real life communication. 
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Leaming a second language, I believe, should as much as possible resemble 
learning one's mother tongue. The process should be as natural, authentic, and 
meaningful as possible. Therefore, learning a second language should be done in a 
low-stress, natural, and motivating learning atmosphere (Krashen, 1988). Learners 
should learn a second language because they want to learn it and see the usefulness of 
doing so, not because it is imposed on them or because they have to pass a test; this is 
known as intrinsic motivation (Gardner & Lambert, 1972). 
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The amount of language input is also crucial to developing communicative 
competence in a second language. Unlike one's mother tongue, where the language is 
spoken all of the time, everywhere, by everybody, learning a second language usually 
happens in a formal setting, mostly inside of a school. This is especially true for 
learning English as a foreign language, where the language is hardly spoken outside 
the school. It is worth explaining here that the language exposure in learning English 
as a foreign language, such as in Oman, is far less than learning it as a second 
language because everybody in the environment is using the mother tongue as a 
means of communication. I, therefore, believe that curriculum should provide for 
plenty of exposure to the second/foreign language. 
Another important factor teachers of a second language should consider is the 
way in which their students' mother tongue differs from the target language. This is 
not to say that teachers need to know how to speak and write their students' mother 
tongue, but teachers should at least know about their languages. If we know, for 
example, that in the Arabic language, the sound /p/ does not exist, then teachers 
would understand why some Arabic learners of English say "I need to bark my car," 
when they actually want to say "I need to park my car." Knowing about these 
linguistic features makes the teacher aware of the possible challenges that their 
students may face in learning a second language. 
Fluency versus accuracy is an issue that second language teachers 
continuously debate. Should we emphasize that students communicate in a 
grammatically and phonologically correct form of the language, or should we 
encourage them to communicate freely without worrying about making mistakes? I 
believe that both are needed, but their emphasis varies based on the learning task and 
7 
its aim. For example, if the aim of the task is to develop students' speaking by 
encouraging them to talk about themselves, their daily lives and their families, then 
interrupting their speech to correct their mistakes as they are trying to express 
themselves may discourage them from speaking. On the other hand, if the aim of the 
learning task is to teach the third person singular, matching the verb form to the 
subject of the sentence, it is important that students know that they should say or write 
"she watches TV two hours a day" and not "she watch TV two hours a day." 
I also believe that in the first stages of learning a second language, indirect 
error correction is more appropriate than direct correction. Teachers should give their 
students a chance to try, experiment, and take risks in using the language and not be 
afraid of being corrected every time they open their mouths or put something in 
writing. Generally, there is agreement among educators on correcting four types of 
errors: errors that stigmatize learners, fossilized errors, high frequency errors, and 
errors that significantly impair communication (Hendrickson, I 978; Mings, 1993). In 
addition, Burton and Samuda ( 1980) recommended that teachers should establish a 
hierarchy of the errors they wish to correct in their classes. This hierarchy, they 
added, should take into account the types of "errors that do not disturb 
communication," and those "that learners are capable of treating" (p. 56). 
The Educational System in Oman 
The educational system in Oman is very standardized. The Ministry of 
Education is in charge of the entire system, establishing policies regarding both the 
administrative regulations and curricular decisions. To facilitate the dissemination, 
enforcement, application, and follow-up of educational policies, Oman is divided into 
eleven educational regions. Thus, the ministry of education (which is located in the 
capital of the country, Muscat) communicates with the educational directorates in 
those eleven regions. Each educational directorate is in charge of communicating the 
ministerial policies to the individual schools in that region. 
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In addition to the eleven educational directorates, the Ministry of Education 
has curriculum departments (e.g., Arabic Language Curriculum Department, English 
Language Curriculum Department, and Science Curriculum Department, Islamic 
Studies Curriculum Department, and so on), an Educational Evaluation Department, 
and an Educational Supervision Department. The curriculum departments are 
responsible for making all of the curricular decisions, such as production of textbooks 
and other teaching materials. For example, the English Language Curriculum 
Department produces all of the English language textbooks and teacher guides for all 
government schools. These textbooks and teacher guides will then be sent to the 11 
educational directorates to be distributed to the different schools in the country. The 
same applies to other curricula. Teachers are required to teach and follow a prescribed 
curriculum in a specified period of time. 
The Educational Evaluation Department is another authority in the 
standardized educational system in Oman. This department decides all of the student 
assessment policies that should accompany the various curricula. The Educational 
Evaluation Department writes, for example, the standardized examinations, such as 
midterm and/or end-of-term exams. Schools usually have to administer these 
examinations on an exact date and time so that all students around the country take 
the same examination on that day. 
A third important department of the Ministry of Education is the Educational 
Supervision Department, which is in charge of supervising the entire system and 
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reporting back to all of the other departments within the ministry of education. The 
members of the Educational Supervision Department visit schools to evaluate 
teachers, administrators, services and programs, and receive feedback. This 
department is the link between schools, the curricula departments, and the 
Educational Evaluation Department. It provides feedback and recommendations not 
only to the curricula departments and the Educational Evaluation Department but also 
to the other administrative departments, such as the Educational Projects Department 
and the Educational Research Department. The ultimate goal for the Educational 
Evaluation Department is to provide feedback that will help improve the educational 
system. 
A fourth department is the Curricula Evaluation Department, the one I work 
for. This department is in charge of conducting evaluations of the existing different 
curricula's strengths and weaknesses and helping with their development by sharing 
the findings with the curricula departments. It also provides recommendations and 
proposes action plans to consolidate the strengths and treat the weaknesses. The 
Curricula Evaluation Department does this by visiting schools, meeting with teachers, 
conducting surveys and questionnaires, and so forth. 
It is worth mentioning that because the system is standardized, presumably all 
schools receive equal services and funding. Unlike in the US, where there are many 
socioeconomic, cultural, ethnic, and linguistic factors, Omani students are more 
homogenous. Almost all students have similar cultural, religious, linguistic, and 
socioeconomic backgrounds. Even if there is a difference in one of these factors, for 
example, if a particular student comes from a richer family, the choice of which 
government school the student attends is not affected. Because the system is 
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standardized, all government schools are treated equally by the government of 
education. All schools receive the same curriculum, teaching materials, equipment, 
number of staff, and so on, depending on the number of students and other factors. 
Therefore, families who want to have other educational choices send their children to 
private schools, which are not the focus of this study. 
The English Language Curriculum in Oman 
Teaching English as a second language in Oman starts at Grade 1 (6 years 
old) . Students start formal learning of Arabic (their mother tongue) and English 
simultaneously, each around 40 minutes a day. Few lucky students have parents who 
may speak English and teach them some words and phrases before they start school. 
Arabic is of course also the medium of instruction for all other subjects, such as Math, 
Science, Geography, and so on. 
English For Me is the name for the English language curriculum in Oman. As 
mentioned in the previous section, the English language curriculum is standardized by 
the English Language Curriculum Department of the Ministry of Education. The 
English curriculum for each grade level consists of three main books: the Class Book 
for the student, the Skills Book for the student, and the Teacher's Book for the teacher 
(Ministry of Education Oman, 2005). Teachers are required to use the Teacher's Book 
to plan and teach each and every step in the Class Book and Skills Book. The 
Teacher's Book describes the exact teaching methodologies that the teacher should 
use. Sometimes it even specifies the exact language the teacher should use for certain 
tasks. Teachers are expected to teach each unit within a specific period of time. It is, 
therefore, not unusual to find all Grade 5 teachers, for example, around the country 
teaching a particular lesson on the same day, or during the same week, teaching it in 
the same way, using the same methodology and assessment procedures. 
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English For Me is written locally in Oman by the English Language 
Curriculum Department. At least three committees are in charge of writing, revising, 
and approving the curriculum: the Writing Committee, the Revision Committee, and 
the Steering Committee. The Writing Committee consists of the authors, teachers 
teaching the grade level being written, and members from the different departments of 
the Ministry of Education. The Revision Committee also consists of members from 
the different departments of the Ministry of Education, and members from the English 
Language Curriculum Department. The Steering Committee is the higher committee 
that oversees the final product and mainly checks it against the Ministry's educational 
policies, the government's policies, and religious and cultural conformity. This 
committee consists of the Minister of Education or his representatives, Director 
Generals, Directors, and other top authorities in the Ministry of Education. 
Rationale/Context 
The education system in Oman is divided into: Basic Education (Cycle 1: 
Grades 1-4 and Cycle 2: Grades 5-9) and Post-Basic or high school education (Grades 
10-12). I chose to study the English language curriculum for Grade 5 (the first grade 
in Cycle 2 of Basic Education) because this grade level marks the beginning of a very 
significant transition stage in the students' academic and social life. I believe that this 
transitional stage not only affects students academically, but also personally, 
psychologically, culturally, and cognitively. 
Cycle 2 (Grades 5-9) of Basic education is significantly different from Cycle I 
(Grades 1-4) in many respects. First, Grade 5 is the beginning of the single-sex 
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education. Unlike Grades 1-4, Grades 5-12 offer single-sex education. This may have 
some effect on the students' academic performance as they are now learning, 
cooperating, or competing with peers of the same gender. This new setting (Grades 5-
12) could mean more interaction between a larger group of students within the same 
class. For example, in the co-educational classes, some boys may tend to interact 
mostly with boys and some girls may interact mostly with girls, whereas in the single-
sex classes all students will be of the same gender and can interact with each other as 
one group. To someone from the U.S. culture, this argument may sound trivial, or at 
best moot, but it is a fact that in the Omani society cultural norms and traditions, such 
as that each gender should interact mostly with the same gender, start at a very early 
age at home, and so by the time that children start school they may have already 
experienced such norms in their lives at home or elsewhere. 
The assessment policy in Cycle 2 (Grades 5-9) is another variable that may 
impact the academic performance of learners. Unlike Cycle I (Grades 1-4) in which 
the assessment of students' performance is I 00% formative and informal (where the 
assessment data is gathered throughout the semester, sometimes on a daily basis), 
Grade 5 (beginning of Cycle 2) involves a more summative and formal assessment 
(where the assessment data is usually gathered at the end of a lesson or a unit, such as 
quizzes, mid-term tests, and end-of-term tests), as well as formative assessment. As a 
consequence, learning may become more stressful for students, thus affecting them 
psychologically and cognitively. 
As a result of the assessment policy in Grade 5, the retention policy also 
changes. In Cycle 1 (Grades 1-4) students move almost automatically from one grade 
to the next (except for severe cases of learning weaknesses) with comments on their 
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report cards about their learning strengths and weaknesses for the teacher of the next 
grade to take into account. Grade 5, however, marks a new assessment policy for all 
subjects. It requires students to pass formal summative assessment instruments, such 
as quizzes and exams, as well as other formative and informal assessment instruments 
in order to proceed to the next grade. Students in Grade 5 may need time to adapt to 
this new assessment policy, which, in tum, may result in a stressful learning 
environment that could affect how students learn. 
The change in the assessment policy results in the inability of many students 
to proceed to the next level; that is, Grade 6. Students have to earn the passing 
percentage in order to pass into Grade 6. Because of this policy, some students do not 
make it to Grade 6, resulting in an increase in the number of students in Grade 5 in the 
subsequent year. Consequently, Grade 5 is usually the clustering grade for Cycle 2. 
Many students who were used to the automatic transition in Cycle I get filtered in 
Grade 5, resulting in a large number of students in this grade. This phenomenon of 
large classes may have a negative effect on the performance of both the teacher and 
the students. 
Last, but not least, while I was thinking about the topic of this dissertation, I 
informally visited some of the teachers of Cycle 1 (Grades 1-4) and Cycle 2 (Grades 
5-9) and collected their general views on the standardized curriculum they are 
teaching. What struck me most was the feedback from Grade 5 teachers. Most 
teachers (with whom I chatted) reported that students ( even those who were very good 
in Grade 4) face linguistic and/or learning difficulties in Grade 5. They explained that 
this is because of the change in the curriculum, assessment, reporting, and the passing 
policies. All of the above system, curriculum, and assessment differences between 
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Cycle 1 (Grades 1-4) and Cycle 2 (Grades 5-9) encouraged me to explore and 
investigate Grade 5 (as the beginning of Cycle 2) and determine what exactly is 
happening at this stage and the relationship between the "prescribed" curriculum and 
the "taught" curriculum. The ultimate aim of this study is to investigate this 
relationship and to propose some recommendations for the Omani Ministry of 
Education to improve the educational system in Cycle 2, especially Grade 5, vis-a-vis 
the teaching and learning of English language. 
Purpose 
The purpose of this study was to investigate the English language curriculum 
in Grade 5 for the Omani government schools. Specifically, the study sought to 
answer the following questions : 
1. What is the prescribed English language curriculum for Grade 5 for the Omani 
government schools? 
2. To what extent does the taught English language curriculum for Grade 5 
reflect the prescribed curriculum? Specifically, why do or do not teachers 
adapt the prescribed curriculum? If they do, how do they do it? 
3. What implications does the relationship between the prescribed and the taught 
curriculum have for the English language curriculum in Oman? 
Significance 
Apart from anecdotal views by teachers and supervisors, no systematic 
qualitative study has been conducted to evaluate the English language curriculum in 
Oman. The study is the first of its kind in the Ministry of Education and is intended to 
provide invaluable information for the revision and improvement of the English 
language curriculum, especially the Cycle 2 curriculum, represented in Grade 5. The 
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English Language Curriculum Department of the Ministry of Education will be able 
to use the findings and recommendations to re-design, revise, and improve the current 
curriculum, specifically for Grade 5, but generally for the entire elementary level; that 
is both Cycle l (Grades 1-4) and Cycle 2 (Grades 5-9). 
In addition to answering the research questions mentioned earlier, the study 
sheds light on the strengths and weaknesses of the English language curriculum. It 
also revealed some of the obstacles that teachers face in applying the curriculum, and 
the adaptations they make to overcome those obstacles. 
Challenges/Limitations 
I was planning to videotape and audiotape all of the classroom observations 
and post-observation conversations. Due to cultural characteristics, however, teachers 
declined to be videotaped or audiotaped. I therefore had to take comprehensive notes 
during classroom observations and post-observation conversations. I typed my notes 
immediately after I returned home on that day and gave them back to teachers to 
confirm and make any changes or additions they deemed necessary. 
Because I work for the Ministry of Education, one of the challenges in 
conducting the study was to make sure that teachers fully understood that the study 
was not to evaluate them and had no connection with the Ministry of Education' s 
performance evaluation system. I clearly explained to the teachers that the study 
sought to improve the English language curriculum in Oman and not to investigate or 
evaluate individual teachers. I also assured them that all information they would share 
would be presented anonymously through the use of pseudonyms. Real names of 
school, teachers, or students would not be revealed at any point in the study. To make 
sure that teachers and students were comfortable with my presence in their classes, 
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and that they would continue teaching/learning as naturally as possible, I spent the 
entire month of September 2008 visiting teachers and attending their classes without 
taking any notes. It was not until October 3rd that I attended the first actual classroom 
observation that was part of my study. The one-month informal visits during 
September made teachers and their students comfortable with my presence in their 
classes as I became part of the school community and part of the classroom 
community. 
Another challenge I anticipated was the difficulty for some teachers to express 
their opinions fully in English. Although they are teachers of English, their language 
competency is more tied to what they need in order to teach their students. When I 
conducted school visits (1998-2001), as part of my job at the English Language 
Curriculum Department, I encountered teachers who could not maintain a prolonged 
conversation in English without resorting to using Arabic in between. This was 
especially true when teachers wanted to discuss abstract concepts ( e.g. , why they 
thought motivation and success are mutually interrelated), and so they felt more 
capable of expressing themselves in Arabic. In this study, I informed teachers that 
they could use both Arabic and English. 
Finally, the study investigated only four teachers. Although the study did not 
aim at producing generalizable results across the whole country, extending it to 
involve more teachers should allow for deeper analysis, and thus, yield more solid 
insights into the strengths and weaknesses of the prescribed curriculum. I am hoping 
that in the future I will be able to replicate this study involving more teachers around 
the country. 
Definition of Terms 
For the purpose of this study, I have used Richards and Schmidt' s (2002) 
definition and my own definition of the following terms: 
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Curriculum: an overall plan for a course or programme, as in the freshman 
composition curriculum. It states the: (a) educational purpose of the program, in terms 
of aims or goals, (b) content of the program and the sequence in which it will be 
taught, (also known as the syllabus), (c) teaching procedures and learning activities 
that will be employed (i.e. methodology), (d) means used to assess student learning 
(i.e. assessment and testing) and ( e) the means used to assess whether the program has 
achieved its goals (i.e. evaluation; p.139) 
Prescribed curriculum: the curriculum that specifies the knowledge, skills and 
understanding that pupils should acquire by the end of a certain grade level 
Taught curriculum: the curriculum that teachers actually teach in their classes 
regardless of what is prescribed 
Scaffolding: a teaching/learning strategy in which the teacher and learners 
engage in a collaborative problem-solving activity with the teacher providing 
demonstrations, support, guidance, and input and gradually withdrawing these as the 
learner becomes increasingly independent (p.466) 
Learner Autonomy: the principle that learners should be encouraged to assume 
a maximum amount of responsibility for what they learn and how they learn it (p.297) 
Total Physical Response (TPR): a language teaching method in which items 
are presented in the foreign language as orders, commands, and instructions requiring 
a physical response from the learner ( e.g. opening a window or standing up). TPR 
places greater emphasis to comprehension than many other teaching methods. Both 
this and the emphasis on teaching language through physical activity are to lead to 
more effective learning (p.559) 
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Learner-centeredness: the view that the curriculum should address the 
individual needs of learners, the role of individual experience, and the need to develop 
awareness, self-reflection, critical thinking, learner strategies, and other qualities and 
skills believed to be important for learners (p.140) 
English as a Second Language (ESL)/English as a Foreign Language (EFL): a 
basic term with several somewhat different definitions. In a loose sense, English is the 
second language of anyone who learns it after learning their first language in infancy 
in the home. Using the term in this way, no distinction is made between second 
language, third language, and so on. However, English as a second language is often 
contrasted with English as a foreign language. Someone who learns English in a 
formal classroom setting, with limited or no opportunities for use outside of the 
classroom, in a country in which English does not play an important role in internal 
communication (China, Japan, and Korea, for example), is said to be learning English 
as a foreign language. Someone who learns English in a setting in which the language 
is necessary for everyday life (for example, an immigrant learning English in the US) 
or in a country in which English plays an important role in education, business, and 
government (for example in Singapore, the Philippines, India, and Nigeria) is learning 





As is the case with most educational issues, the definition of curriculum 
spreads over a wide spectrum and takes on different dimensions, depending on the 
varied epistemological and sociopolitical assumptions/powers that intimately drive the 
educational system within a society (Apple, 1990). Marsh and Willis (2007) defined 
curriculum as "an interrelated set of plans and experiences that a student undertakes 
under the guidance of the school" (p.15). They specifically advocate striking a 
balance between the planned curriculum (e.g., state-wide), the taught curriculum 
(what is actually taught by teachers), and the experienced curriculum (what students 
learn). They underscore the importance of closing the gap between the three types of 
curricula, so that education is more effective and meaningful as teachers' planning of 
materials and their implementation, in particular, teaching of those materials to better 
match their students' learning styles and preferences. To be able to do so, teachers and 
students need to have a bigger stake in what constitutes the curriculum while they 
enact and experience (respectively) the curriculum. 
My own definition of curriculum is "a planned and flexible process of guiding 
students to be critical life-long learners that will positively contribute to the 
advancement of the society." I agree with Marsh and Willis (2007) that curriculum 
should be planned ( or at least partly planned). I believe that this planning is very 
essential in scaffolding the learning of certain experiences and skills that students will 
need to further develop higher-order learning skills, self-efficacy, autonomy, critical 
thinking, and so on. Guidance is a big word here! This is part of what I refer to as 
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"flexible process." Flexible planning and structuring of learning experiences should 
take into consideration students' learning styles and preferences. However, unlike 
Marsh and Wills, I do not want to limit guidance to the school. If the ultimate aim of 
education is to "create a critical life-long learner," such guidance is expected to come 
from different sources, such as schools, the teacher, the parents, peers, and self-
monitoring. 
High-Quality Curriculum 
The academic study of curriculum has gone through many twists and turns. 
Trends, approaches, and methods to curriculum writing are endless, each claiming to 
be the most effective in developing lifelong learners who would efficiently contribute 
to the development of themselves and to the advancement of their societies. The 
differences between these curricula/programs basically lie in the philosophical 
premises on which they are based, ranging from behaviorist/structuralist (Watson, 
Skinner, Thorndike), to unstructured (Rousseau, Montessori), to social and emotional 
(Freud, Erikson), to constructivist/naturalistic (Piaget, Vygotsky) theories of teaching 
and learning. 
A plethora of definitions have been offered for high-quality curricula. 
Generally, curriculum ( or education) refers to the set of philosophical, theoretical, and 
pedagogical approaches to the teaching and learning of learners (Eisner, 2002). 
Curriculum should take into account the learners' personal, social, psychological, 
emotional, cognitive, literacy, and physical development 
Nowadays, many of the curricula around the world regard active interaction 
through exploration, experimentation, discovery, and authenticity as crucial features 
that play a seminal role in the success of their content and its organization, 
presentation, and assessment. These features create some challenge that is essential 
for maintaining the learners' attention span and motivating them to take risks and be 
in charge of and proud of their own learning. 
Some current curricula are also based on the notion that learners should be 
given opportunities to participate in shaping their own education by helping them 
construct their knowledge, develop their skills, and draw their path of learning 
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(De Vries, Zan, Hildebrandt, Edmiaston, & Sales, 2002). This is referred to as 
constructivist education. According to De Vries et al. (2002), constructivist education 
should (a) engage learners' interests, (b) inspire active experimentation in learning, 
and ( c) foster cooperation between adults and children and among children 
themselves. 
Successful curricula should consider a number of developmental domains that 
relate to any learner. Panda (2006) lists the following domains: 
1. Physical development: development of motor skills and control of body parts 
2. Social development: who they are and how they should function in relation to 
others in the society 
3. Emotional development: ability to express/control their feelings and 
understand those of others 
4. Perception and sensory development: the ability to use the different senses to 
process new information 
5. Communication and language development: the ability to understand, interact 
with other people using visual, oral, aural, artistic, etc. stimuli to exchange and 
express thoughts and feelings 
6. Cognitive development: how children think and react (p. 2) 
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English as a Second Language Curriculum Framework 
McKay (1989) defined the English as a Second Language (ESL) curriculum 
framework as interlocking and age-related stages that are built on solid principles of 
ESL teaching and learning. This framework should "allow for different needs among 
learners, among teachers and schools, and among systems" (p.5). For the curriculum 
to be successful, McKay emphasized the importance of the internal consistency in the 
curriculum. The curriculum guidelines, learning materials, and the assessment 
procedures should be interrelated and consistent with each other. He added that ESL 
curriculum should have five main components: communication, sociocultural 
awareness, learning-how-to-learn, language and cultural awareness, and general 
knowledge. 
Similar goals for ESL curriculum have been discussed by other ESL 
educators, such as Mackenzie (2002). Mackenzie described an English language 
educational reform in Thailand in which it was decided that English be taught at 
Grade 1 instead of Grade 5. He reports that the new reform had the four Cs as its 
premises: Communication (focus on listening/speaking), Culture (knowledge of and 
sensitivity to others), Connection (links to other subject content) and Community 
(project work and application outside the classroom). The new reform emphasizes 
Total Physical Response (TPR) activities, theme-based approaches, task-based 
approaches, whole language learning, and project-based techniques. 
Teachers' Perception of Prescribed/Standardized ESL Curriculum 
For some teachers, like those in Oman, prescribed coursebooks/curricula are 
necessary evils, especially when teachers have large classes and limited teaching time; 
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they are over-loaded with both teaching and administrative responsibilities. Teachers, 
therefore, have no time to develop their own materials, nor do they have the expertise 
and confidence to do so (Sheldon, 1988). For others, especially novice teachers, 
having curriculum guidelines (without prescription) supports their teaching and helps 
them cooperate with each other (Nunan, 1987). 
Curriculum/Program Evaluation 
Educators do not agree on one definition of curriculum evaluation but many 
agree that formative evaluation (through daily and continuous feedback and 
observation) is preferable because it enhances the validity and reliability of 
information and its interpretation, thus contributing to the improvement of the 
program (Westbury, 1970). One definition is offered by Glass (1968 cited in 
Westbury, 1970) who defined curriculum evaluation as: 
the gathering of empirical evidence for decision-making and the justification 
of decision-making policies and the values upon which they are based. The 
goal of evaluation must be to answer questions of selection, adoption, support 
and worth of educational materials and activities. (p. 241) 
Agreeing with Glass, two years later, Westbury (1970) wrote that curriculum 
evaluation is "the body of techniques, methodologies, and principles created 
deliberately (and recently) to give some systematic form to the ways in which the 
assertion 'we must evaluate ... ' can be made to work" (p.240). 
Curriculum evaluation has also been defined based on its worthiness. Murphy 
(1991 ), for example, defined curriculum as "the process of assessing what you are 
doing to see how worthwhile it is" (p.26). He pointed out that this worthiness can be 
assessed in terms of cost-effectiveness, attainment of pre-specified goals, or using a 
goal-free approach to determine the value of a project. 
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Some educators use curriculum renewal as synonymous to curriculum 
evaluation to describe some sort of curriculum updating. McKay (1989), for example, 
defined curriculum renewal as "an analysis or evaluation of a current situation, paying 
particular attention to its strengths, weaknesses and problems" (p.14 ). This 
renewal/evaluation should be a process of systematic measurement. For instance, 
Taylor-Powell, Steele and Douglah (1996) believed that evaluation is a "the 
thoughtful process of focusing on questions and topics of concerns, collecting 
appropriate information, and then analyzing and interpreting the information for a 
specific use and purpose" (p.2). This systematic nature of curriculum evaluation was 
also shared by Chen (2005), who saw program evaluation as "the application of 
evaluation approaches, techniques, and knowledge to systematically assess and 
improve the planning, implantation, and effectiveness of programs" (p.3). McNamara 
(2007) agreed, stating that program evaluation involves carefully collecting 
information about a program or some aspect of a program in order to make necessary 
decisions about the program. 
Innovations vs. Evaluation 
Educational evaluation is often implemented to measure the impact of an 
educational innovation or a curricular change. Educational ministries, headquarters, 
departments, and centers are usually the origin of such innovations and, consequently, 
are the most concerned with the success of those innovations; hence, evaluation 
becomes a top-down activity; that is, innovations come from top 
management/authority down to the implementers/teachers. As a result, when it comes 
to implementations and/or evaluation of an innovation, this one-way directionality 
could trigger complaints and resistance from some teachers because they believe that 
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those (at the top) who make curricular decisions are far removed from the classroom 
reality and what actually happens while teaching. 
To alleviate the above tension, Murphy ( 1991) called for "the need to develop 
a lower level focus for the implementation of the curriculum" (p.29). Put differently, 
to maximize acceptance of the change and its evaluation, it is imperative that 
stakeholders (teachers, students, parents, administrators, etc) are involved from the 
beginning of any curricular innovation. Early and continuous communication and 
involvement are, therefore, crucial factors in the success of educational innovations. 
Teachers, especially, should play key roles in the creation, design, implementation, 
and evaluation of curricular endeavors (Eisner, 2002). Such an educational 
partnership potentially creates positive attitudes in the teachers as they help to 
develop, write, pilot, reflect on, and revise the new materials. Professional belonging 
and obligation to make the change a success is likely to be the result. 
Why Program Evaluation? 
Recently, program evaluation, in general, has been stimulated by the current 
demands on accountability by federal mandates in different countries. Indeed, 
mandates require "empirical" evaluations that show "scientifically" the success and 
effectiveness of the program under funding. I think that the ultimate purpose of 
curriculum evaluation is not merely to show statistically how a certain course or 
program is functioning at the moment but, most importantly, to reveal its strengths 
and weaknesses, and to consolidate the strengths and how to remedy the weaknesses. 
In addition, an evaluation should provide some recommendations as how to sustain 
the program's effectiveness in the future. McNamara (2007) provided the following 
reasons to conduct evaluations: 
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1. Understand, verify or increase the impact of products or services on customers 
or clients 
2. Improve delivery mechanisms to be more efficient and less costly 
3. Identify program strengths and weaknesses to improve the program 
4. Verify that you're doing what you think you're doing. Evaluations can verify if 
the program is really running as originally planned 
5. Produce valid comparisons between programs to decide which should be 
retained 
6. Fully examine and describe effective programs for duplication elsewhere 
Curriculum Evaluation Approaches 
There are at least two curriculum evaluation approaches: formative evaluation 
and summative evaluation (Chen, 2005). Formative evaluation is the evaluation that is 
done throughout the project's process of development. It is a continuous monitoring 
that begins with the start of the program and goes beyond its completion. Summative 
evaluation, on the other hand, is usually a one-shot evaluation that is done towards or 
at the end of a project to assess it as a whole. This is also sometimes called terminal 
evaluation, which may provide information on the success of the project, but rarely 
contributes to its development. 
Models/ Approaches/Methods of Program Evaluation 
An evaluation approach is a systematic set of concrete procedures and 
principles to guide the designing and conducting of an evaluation (Chen, 2005). The 
approach influences the methods used to gather, analyze, and interpret the data. Well-
known evaluation approaches include experimental and quasi-experimental 
approaches, monitoring, needs assessment, and qualitative evaluation. 
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Chen (2005) also pointed out that within these approaches there are usually 
two main views to the practice of evaluation: the Universalist View and the 
Contingency View. Those who adopt the Universalist View to the practice of 
evaluation believe in the "best" methods, and strive to apply those methods. On the 
contrary, those who take the Contingency View regard the context of evaluation as the 
determinant of the kind of methods to be used. According to this view, there is no best 
way of doing an evaluation. The nature of the program, the aims of the evaluation, 
and the context in which the program and its evaluation are taking place should guide 
the evaluator towards choosing the most suitable method for that particular 
evaluation. 
Chen (2005) further clarified that the selection of the approaches and methods 
of evaluation is also influenced by factors such as: (a) which stage or stages of the 
program cycle will be the focus of the evaluation, (b) what stakeholders want from the 
evaluation - assessment-oriented information, improvement-oriented information, or 
both, (c) what evaluation options potentially fit the given program's environmental 
and other circumstances, as well as stakeholders' needs, and (d) what trade-offs 
among these options will be most profitable. 
Several models/approaches/methods have been suggested for program 
evaluation by educators in the field of education. Lynch's (1990) Context-Adaptive 
model is capable of being adapted to different settings and contexts of a given 
program by considering a series of interdependent steps that address the issues, 
information and design elements of an evaluation based on the program to be 
evaluated. The general steps of the context-adaptive model are: 
1. Establish the audience(s) and goals for the evaluation 
• Persons and organizations that (directly or indirectly) have a stake in 
the evaluation 
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• Audience informs the writing of the goals, and both determine types of 
data required (p.24) 
2. Develop a context inventory and determine which dimensions are important in 
light of the goals and audience for the evaluation 
• Program's features, issues, and concerns; this also includes questions 
fundamental to the evaluation process (p.26) 
3. Develop a preliminary thematic framework based on the issues that are central 
to the particular context 
• The most salient themes and issues present at the beginning of program 
evaluation (p.32) 
4. Develop a data collection design/system based on the audience and goals and 
on the context inventory and that is focused by the thematic framework 
• The context inventory helps determine the type of data required and 
the collection instrument (p.33) 
5. Collect the data and revise Steps 3 and 4 as necessary; possibly elaborate Step 
two 
• The iterative nature of the Context-Adaptive Model necessitates 
continuous revision of the data collection system as the evaluation 
unfolds (p.33) 
6. Analyze the data and revise Steps 3 and 5 as necessary 
• Variety of analyses should be used to validate results 
• Less reliable results should be presented tentatively 
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• Quantitative tests: Chi-Square, ANOV A, standardized change-score 
analysis, effect size analysis, value-added analysis, growth-referenced 
measurement, and selection-bias modeling 
• Qualitative approach: richer; allows issues to emerge anytime; e.g., 
display matrices (present qualitative data in systematic patterns and 
relationships) (pp.36-37) 
7. Formulate the evaluation report 
• Range from formal written reports to informal oral ones 
• The report should consider, with extreme care, the social and political 
climate under which the evaluation is taking place (pp.38-39) 
Another model (the Diachronic Coherence Model) was suggested by Ross 
(2003). He presented a model for evaluating foreign language programs using a 
quantitative methodology that assesses the program's coherence. The Diachronic 
Coherence Model examines the relationship between achievement and proficiency 
gains by pretesting revolving cohorts of students before starting the program. They 
are then continuously assessed as they go through the program components. They are 
then tested at the end of the program. The purpose of the revolving panels is to "allow 
for comparisons of both stable and changing relationships among key indicators of 
achievement and proficiency gains [ so that] historical patterns of stability can be 
established" (p.11 ). 
Ross (2003) also briefly mentioned a number of other approaches to 
curriculum evaluation. He first discussed qualitative approaches to language program 
evaluation, such as: randomized experimental designs, quasi-experimental designs, 
and impact analysis. Then he referred to what he calls the objectives-oriented 
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approach, which uses criterion referencing to detennine the mastery thresholds. 
Finally, Ross pointed to Henning's (1982) growth-referenced approach, in which 
achievement or growth is measured by drawing a comparison between the curriculum 
components and a baseline measure of mastery. 
Because proficiency in a second language cannot be fully shown by nonn-
referenced evaluation approaches alone, Ross aptly recommended that both 
achievement and proficiency measures should be used in a more criterion-referenced 
approach (p. 6). In addition, he advised that program evaluation should be done 
"periodically to detect the influences of ongoing program curriculum changes and 
syllabus innovations" (p. 9). This, and the use of different assessment methods 
(known as methods triangulation), should provide a more coherent reflection of 
program success ( or failure?). 
Evaluation Case Studies 
Agrawal (2004) reported on a study of English language teaching conducted in 
Delhi State of India that sought to examine the assumption that a change in an 
evaluation pattern can trigger curricular refonn. Agrawal explored how high-stake 
examinations at grade nine influenced the way that teachers taught and the way that 
they assessed their students in Grades 6, 7, and 8 by analyzing those examinations. 
She also used a questionnaire to explore what and how teachers teach in their 
classrooms, and interviewed some of them infonnally to have a more in-depth picture 
of what the actual status of English teaching is. The two main research questions that 
Agrawal posed were: 
I. What is the backwash effect of CBSE's examination in English on the teaching 
of English at upper-primary level? 
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2. How have teachers changed the evaluation pattern in English in upper-primary 
classes as a consequence of the new CBSE English-language examination? 
Agrawal (2004) studied 34 teachers of English for grades six, seven, and eight. 
The teachers were representative of the different types of schools in Delhi: central 
schools, government schools, government-aided schools, and private schools. The 
result of the study showed that teachers valued and emphasized the types of skills 
assessed by the high-stake examination at Grade 9, especially reading and writing. 
Although the oral skills were practiced by the curriculum, teachers did not emphasize 
thern because they were not in the examination. Agrawal concluded that "whenever a 
new form of examination is introduced in class X examinations, it acts as a powerful 
mechanism for bringing about curriculum change in the preceding years of schools" 
(p. 377). 
I was not surprised by the results of this study. In fact, while I was reading the 
article, I correctly anticipated the results. I think it is a sad fact that assessment drives 
curriculum, when the opposite should happen. The same is happening in Oman. In the 
past, the English Language Curriculum Department of the Ministry of Education had 
an Assessment and Evaluation Section within the same department, together with the 
Curriculum Section and the Textbook Production Section. Assessment policy and 
procedures at that time were very closely linked to what was taught in the curriculum. 
At the present time, however, there is no longer any assessment section in the English 
language department. The Ministry of Education established a separate department 
called the Educational Evaluation Department that is charged with making all of the 
assessment policies for subjects. Thus, the connection between curriculum and 
assessment has been weakened. 
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The above study reminds me of the time when I was teaching English (Grades 
10-12). I had the prescribed curriculum, but at the same time I made sure that I 
covered very extensively those areas that my students would be tested on at the end of 
the semester. Whenever I reviewed anything for them they always asked me, 
"Teacher, is this going to be in the exam?" That is how powerful examinations are in 
controlling what teachers emphasize and ignore. 
Another evaluation example was a project undertaken (in 1989) by the 
Schools Division of the Malaysian Ministry of education in conjunction with the 
British Council and Overseas Development Agency to examine the effects of a new 
secondary school curriculum. According to Murphy (1991), the aims of the project 
were: 
1. To assess the effects of the new curriculum on teaching and learning in the 
classroom 
2. To provide more accurate information on learners' needs 
3. To involve teachers in the process of curriculum development 
4. To ensure that appropriate in-service education is provided 
Murphy reports that teachers attended two seminars. In the first seminar they: 
I. Identified priority areas for evaluation of the implementation 
2. Prepared sample questionnaires and observation schedules 
3. Took part in a simulation on presenting evaluation to teachers 
4. Planned their intended evaluation 
5. Visit schools and met teachers so that they could apply the evaluation they 
devised. In the schools, they would: 
• Investigate the pupils' low motivation 
• Try out and evaluate techniques to use with slow learners 
• Assess teachers' understanding and use of methodology 
• Evaluate locally-produced materials 
• Assess the adequacy of the briefing teachers had been given on the 
project 
In the second seminar they: 
I . Reported on evaluation carried out in the schools 
2. Reviewed principles and techniques of evaluation 
3. Focused on the stages of analysis, interpretation and reporting of evaluation 
findings 
These seminars positively impacted the evaluation skills of the evaluators 
while they became aware of the help and feedback provided by the teachers. In 
addition, the seminars, according to Murphy, made the process of the evaluation 
smooth and successful. 
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A third evaluation project is one by Barnard and Randall (1995) in which they 
examined two evaluations in Oman with which they were directly involved. The first 
evaluation was done on a curriculum called English for Oman (EFO), produced by 
Longman Group UK, from 1981 to 1984. The evaluation was managed solely by the 
author of the curriculum who resided in Oman. As part of the evaluation, teachers also 
kept diaries based on their teaching and their students' learning, and shared those 
diaries with the author, who visited schools and met with teachers and inspectors, 
collected their feedback, and made the possible changes to the trial edition. To 
develop a cadre of evaluation professionals, the team of teachers and inspectors were 
left the same and was given a one-week training at the beginning of every year. 
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The English for Oman (EFO) evaluation was a small-scale evaluation in which 
only a small number of selected teachers were chosen to participate. All data was 
qualitative in nature, and there was no attempt to collate feedback in order to reach 
systematic evidence of the problem areas in the curriculum. Interpretation of feedback 
was only that of the author himself; the reliability, therefore, was questionable. 
The second evaluation was done on a curriculum called Our World Through 
English (OWTE), starting from 1987 by an Omani-British Curriculum Renewal team. 
The aim was to revise OWTE. In contrast to EFO trialling, OWTE trialling was done 
nationwide, rather than at selected schools. 
Our World Through English (OWTE) evaluation was a time-consuming large-
scale evaluation. It involved a large number of schools and teachers. Five-point scale 
questionnaires were used to collect data from teachers, students, and parents, as well 
as observation notes and reports from inspectors and authors. There was a huge 
quantitative database. The authors and the English Language Teaching Dept. (ELTD) 
met and discussed the implications of the findings and made the necessary changes to 
the first edition. 
Although, theoretically, one should assume the OWTE evaluation would have 
greater acceptance by stakeholders than the previous EFO evaluation, the opposite 
happened. Barnard and Randall attribute this to: 
I. The extra work OWTE evaluation imposed on teachers and inspectors 
2. The EFO evaluator (the author) established a stronger relationship with the 
participants than did OWTE authors and their participants. This was due to the 
closer interpersonal relationship EFO authors had with EFO evaluators. 
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3. The Hawthorne effect: "those working with EFO author felt themselves to be a 
select cadre of teachers and inspectors in Oman" (p.334). This feeling of 
involvement and ownership was reflected in the immediacy of the feedback. 
To end this section, I include a fourth evaluation project discussed by 
Bernards Township Public Schools (2005). The article reported on the evaluation of a 
language program (to teach Spanish) at the elementary level in New Jersey. The 
program is called FLES (Foreign Language in Elementary Schools). The curriculum 
covers the entire elementary program, first through fifth grade, and is designed around 
thematic units that correlate with the content area instruction. 
Each grade level has a sample unit plan. The units are based on a central 
theme that connects to each discipline. Each theme is outlined in a unit plan that 
includes language functions taught through the theme, instructional activities and 
assessments, culture, content connections, vocabulary structures, and teacher resource 
materials. 
Integration (with regular classroom instruction) and flexibility are two features 
that characterize the FLES (Foreign Language in Elementary Schools) program. 
Although themes are decided by the units, it is the teacher's choice to decide which 
theme will be taught in Spanish. Teachers also choose their own topics for each 
theme. 
The evaluation of FLES used questionnaires to investigate the perceptions of 
students and teachers. Some of the recommendations were: 
• Increase the amount of weekly exposure from fifty minutes once a week to 
thirty minutes three times a week 
• Extend FLES to kindergarten 
• Add more specific units at each grade level 
• Add explicit cultural links 
• Link activities to the modes of communication 
• Develop a district-wide oral and written assessment 
• Students keep their journals throughout their elementary careers to have a 
record of their increasing written proficiency 
• Increase communication between FLES teachers and the regular classroom 
teacher 
• The FLES supervisor should schedule periodical meetings with both 
elementary and middle school teachers of Spanish 
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The different evaluation studies that I discussed in this chapter pointed out to 
the need for a systematic, continuous, and deep investigation of a given program in 
order to create a positive change in the planning, implementation, and evaluation of 
that program. The literature I presented in this chapter gave me insights as to how I 
should conduct my own study of the Omani English language curriculum, as 




The purpose of this study was to investigate the English language curriculum 
in Grade 5 for the Omani government schools. Specifically, the study sought to 
answer the following questions : 
1. What is the prescribed English language curriculum for Grade 5 for the 
Omani government schools? 
2. To what extent does the taught English language curriculum for Grade 5 
reflect the prescribed curriculum? Specifically, why do or do not teachers 
adapt the prescribed curriculum? If they do, how do they do it? 
3. What implications does the relationship between the prescribed and the 
taught curriculum have for the English language curriculum in Oman? 
Research Design 
Taking into consideration the research questions the study sought to answer, 
the study adopted a qualitative approach to its research design using a number of data 
collection instruments to obtain richer and in-depth exploration, analysis, and 
interpretation (Glesne, 2006) of the way in which four Grade 5 teachers taught the 
English as a second language (ESL) curriculum prescribed by the Ministry of 
Education in Oman. Data collection included: 
1. Description of the prescribed English as a second language curriculum for 
Grade 5 
2. Class observations 
3. Post-observation conversations 
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The study described the prescribed curriculum, identified the taught 
curriculum by the teachers, and compared the similarities and differences between the 
two by looking at the adaptations teachers made and the rationale for those changes. 
Post-observation conversations focused on teachers' perceptions of the prescribed 
curriculum and the taught curriculum and their rationale for modifying or not 
modifying the prescribed curriculum. If modifications were made, the researcher 
discussed with participants how and why they modified the curriculum. 
Participants 
The study was conducted in four Omani government schools (two schools for 
males and two schools for females) in which the English language curriculum for 
Grade 5 is taught. Schools in Oman are coeducational in Grades 1-4 with female 
teachers and administration, and same-gender education in Grades 5-12 with teachers 
and administration of the corresponding gender. 
One Grade 5 teacher was involved from each school, totaling two female and 
two male teachers participating in the study. Each of the four classes had between 28 
to 30 mixed-ability students. Teachers participating in the study had at least a 
Bachelor's degree in TESOL (Teaching English to Speakers of Other Languages), and 
varying years of teaching experience, ranging from 3-15 years. 
Upon communicating with the Headquarters of the Ministry of Education in 
Muscat, the capital of Oman, the Ministry of Education provided me with a list of all 
schools that had Grade 5 and that met the selection criteria described in the study. I 
then invited the Grade 5 teachers of English in those schools to participate by sending 
them a description of the study and its purposes. Next, I randomly chose four 
teachers (two males and two females) out of those who showed interest in 
participating. 
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To ensure that participating teachers were experienced in teaching the Grade 5 
English curriculum, participants were all teachers of English who taught Grade 5 
English as a second language curriculum, English For Me, for the past three years. As 
mentioned in the "Challenges" section in Chapter 1, I initially wanted teachers' 
agreement to be audiotaped and videotaped during class observation and post-
observation conversations to be one of the selection criteria. This was not possible, 
however. Due to cultural characteristics, teachers declined to be videotaped or 
audiotaped. I therefore took comprehensive notes during classroom observations and 
post-observation conversations. In fact, I feel that I actually obtained a more in-depth 
data by sharing my notes with teachers and allowing them to confirm, comment, 
change, and add to what I gathered from the class observations and the conversations 
that followed each observation. 
The aim of the study was to use all possible and viable data collection 
instruments to gather as much and as deep information as possible on the different 
issues the study investigates. Alderson ( 1992) explained that evaluation design can 
never be perfect, and that the evaluator should not waste time seeking the best way of 
conducting evaluation, so I did not do so. He also warned that "evaluations will not 
reveal The Truth about a programme or project" (p. 274), because there is no one 
truth. Evaluation, he added, entails interpretation of the collected data, and then 
construction of "truths" based on that. Therefore, he encouraged evaluators not to 
waste time searching for "objectivity." He believed that "the best we can hope for is 
pooled intersubjectivity and reduced or neutralized partiality" (p.275) using a 
principled, systematic, and explicit approach. 
Data Collection 
In addition to the Institutional Review Board (IRB) approval from the 
University of Northern Iowa, I obtained approval of the Ministry of Education 
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(Oman) to conduct the study, and met with teachers, and observed their teaching. Data 
was collected from: 
l. In-depth description of the prescribed English as a second language 
curriculum for Grade 5: English For Me 
2. Classroom observations of actual teaching lessons. I attended classes, sat at 
the back of class, and took notes while the teacher was enacting the 
curriculum. Summaries of these observations are in appendices A, B, C, and D 
3. Post-observation conversations with participating teachers 
The following is a description of data collection phases and the purposes of 
each data collection method. Summaries of these conversations are in appendices E, 
F, G, and H. 
Data Collection Phase ]--Curriculum Description 
I first started by reviewing and describing the prescribed English as a second 
language curriculum for Grade 5: English For Me. English For Me is mainly 
composed of the Class Book, the Skills Book, and the Teacher's Book. I obtained 
copies of these books from the Ministry of Education. I also reviewed and described 
the assessment policy for the English language curriculum for Grade 5 of the Omani 
government schools. The aim of the curriculum description stage was to gain a 
complete picture of the prescribed English language curriculum of the Ministry of 
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Education. The curriculum is standardized across the country and, therefore, teachers 
are expected to follow the curriculum very closely, especially during the first one or 
two years of teaching, when novice teachers still do not have experience in teaching 
English as a second language. 
Data Collection Phase 2--Contacting Participants 
Phase 2 started by telephoning participants and setting up a meeting with each 
of them in which I explained the study and its purposes. I clearly stated the purposes 
of the study and assured them that the study would seek to improve the English as a 
second language (ESL) curriculum in Oman and was not intended to investigate or 
evaluate individual teachers . In addition, I showed them how this study would benefit 
the Ministry of Education in identifying the strengths and weaknesses in the 
standardized, prescribed English language curriculum. I requested that they make no 
modifications to their normal instructional routines. I explained to them that their 
"natural" teaching behavior was crucial in order for me to gain an accurate picture of 
how teachers implement the prescribed curriculum on a daily basis. I also assured 
them that all information they shared would be presented anonymously through the 
use of pseudonyms. Real names of schools, teachers, or students would not be 
revealed at any point in the study. 
To ensure that teachers and students were comfortable with my presence in 
their classes, and that they would continue teaching/learning as naturally as possible, I 
spent the entire month of September 2008 visiting teachers and attending their classes 
without taking any notes. It was not until October 3rd that I began formal classroom 
observations for my study. The one-month informal visits during September appeared 
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to make teachers and their students comfortable with my presence in their classes as I 
became part of the school community and part of the classroom community. 
Data Collection Phase 3--Classroom Observations 
Beretta ( 1992) advocated the use of classroom observation if one wants to 
investigate exactly what happens to the planned curriculum inside the classroom. 
Given the purposes of my study, class observation indeed provided me with an 
opportunity to probe deeper into the context of English language teaching and 
learning in the Omani classroom. For each of the four teachers, therefore, I completed 
four 30-minute classroom observations. Each classroom observation was followed by 
a post-observation conversation. That was a total of 16 observations and 16 post-
observation conversations. 
Originally I wanted to focus each classroom observation on one language skill, 
such as speaking or reading, but when I reviewed the English language curriculum 
framework I found that the curriculum takes an integrative approach to teaching 
language skills. Unlike the traditional method of teaching a language where, for 
example, the speaking skill is introduced and practiced separately, each lesson of the 
English For Me practices a number language skills simultaneously. Therefore, I chose 
to observe lessons that integrated at least two language skills. To see the similarities 
and differences between how teachers taught the prescribed curriculum, the 
modifications they made, and the rationale behind those changes, I observed the same 
lessons taught by the four different teachers. 
Each observation session consisted of a class observation and a post-
observation conversation. I accompanied the teacher to their class, sat at the back of 
class, and observed them teaching the prescribed curriculum. I took notes using the 
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observation chart represented by the appendices A, B, C, and D. The chart consisted 
of two columns: the left column contained the prescribed curriculum lesson plan by 
the Ministry of Education. In the right column I recorded how the teacher actually 
taught the prescribed lesson. I focused my notes on discrepancies between the 
prescribed curriculum and the taught curriculum, what adaptations teachers made and 
why, in addition to why they thought some steps did not require adaptations. 
After class had ended, I had a post-observation conversation with the teacher 
(Appendices E, F, G, and H). I used semi-structured and open-ended discussion 
questions to ask the teacher to reflect on the lesson that they had just taught. I asked 
some questions and clarifications based on the notes I took during class observation 
so that I made sure that my interpretation of their teaching was correct. If, while 
observing their class, I saw a difference between what the Teacher' s Book prescribed 
and what they actually taught, I asked for their rationale. The post-observation 
conversations helped me better analyze and interpret what happened during the 
classroom observations. 
Data Analysis 
I analyzed data from the various data collection methods qualitatively. I first 
described the prescribed curriculum in terms of its approach, materials, and 
assessment procedures. In addition, where possible, I compared the prescribed 
curriculum to the best practices in the field of teaching and learning of English as a 
second language (Teachers of English to Speakers of Other Languages, 2008), and 
then I triangulated the above with how teachers actually taught the prescribed 
curriculum. If there was any ambiguity in curriculum approach, materials, or 
assessment procedures, I asked the Ministry of Education for clarification on those 
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issues. I also clarified my understanding of those issues when I met with the teachers 
for the post-observation conversations. 
The analyses of the actual class observation and the post-observation 
conversations helped me evaluate to what extent the prescribed curriculum by the 
ministry actually is taught inside of the classroom, and what modifications teachers 
make, how, and why. 
Through post-observation conversations, I was able to analyze teachers' 
perceptions on the prescribed and taught curriculum, and the similarities and 
differences between the two. I asked them about the adaptations they made and the 
reasons behind making them. I also asked them about the reasons for not changing 
some steps. I then typed my understanding of what was said in the meeting and sent it 
to them for confirmation. After revising and making any changes or additions that 
they wanted, they sent it back to me. 
The relationship between the prescribed curriculum and what was taught 
provided some insights that could be beneficial to the improvement of the English 
language curriculum; thus promoting the teaching and learning of English as a second 
language in the Omani government schools. In analyzing the data, I tried to draw 
comparisons across teachers and within teachers in order to explore the possible 
themes and patterns that teachers share in relation to the application of the prescribed 
curriculum. 
CHAPTER4 
ANALYSIS AND DISCUSSION 
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The purpose of this study was to investigate the English language curriculum 
in Grade 5 for the Omani government schools. Specifically, the study sought to 
answer the following questions: 
1. What is the prescribed English language curriculum for Grade 5 for the 
Omani government schools? 
2. To what extent does the taught English language curriculum for Grade 5 
reflect the prescribed curriculum? Specifically, why do or do not teachers 
adapt the prescribed curriculum? If they do, how do they do it? 
3. What implications does the relationship between the prescribed and the 
taught curriculum have for the English language curriculum in Oman? 
On Saturday1, August 30th, 2008, I started my first day of visiting teachers and 
their students. The week before I had met with the four participating teachers, 
introduced and explained the study, and answered their questions. It was time to visit 
their classrooms, learn about their students, and experience the teaching-learning 
environment. 
As I mentioned in the Methodology chapter, the purpose of the first few weeks 
of classroom visitations was simply to get to know the teachers and their students and 
be part of the school and class community. I actually planned to do these pre-study 
visits for a couple of weeks; however, I had to extend them until the beginning of 
October 2008 because I felt that teachers and students needed those four weeks to feel 
comfortable with my presence in their classes and treat me as a member of their class 
1 In Oman, the week starts on Saturday and ends on Wednesday, and the week end is Thursday and 
Friday. 
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community. Maintaining a natural teaching-learning atmosphere was paramount to 
conducting the study (Glesne, 2006) because it allowed me to explore a more truthful 
picture of what actually happens during the implementation of the prescribed 
curriculum. 
During the first week of October 2008 I started the actual data collection, 
which consisted of classroom observations and post-observation conversations. 
During the three months of October through December 2008 I visited each teacher 
four times. For each visit, I attended class and met with the teacher afterwards for the 
post-observation conversation (refer to Methodology chapter for the aims of class 
observations and pas-observation conversations). On December 16th, 2008, I 
completed the last class observation and post-observation conversation. 
There were a total of 16 classroom observations and 16 post-observation 
conversations. Because teachers requested not to be audiotaped or videotaped, I had to 
take handwritten notes during class observations and post-observation conversations. 
During post-observation conversations teachers spoke frequently in Arabic, and 
therefore I had an additional task of translating what they said into English. 
Immediately following every visit, I summarized and organized my notes and sent 
them to the teacher the next day. They checked the notes, amended if needed, 
approved, and returned them to me. 
The product of all of the class observations and post-observation conversations 
is presented and discussed in this chapter. Thus, I will describe and analyze the study 
data from the two main data collection sources: class observations and post-
observation conversations. A third source of data collection was the English language 
curriculum framework document by the Ministry of Education in Oman. 
I will start with a summary description of this document, thus addressing the first 
research question of my study, which is: What is the prescribed English language 
curriculum for Grade 5 for the Omani government schools? 
Description of Grade 5 Curriculum 
Overview 
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English For Me Grade 5 is the first level of the English language curriculum 
for children in the second cycle (Grades 5-9) of the Basic Education schools system in 
Oman. The first cycle consists of Grades 1-4. English For Me Grade 5 consists of five 
units: Unit I (Welcome back to English), Unit 2 (Kids like us), Unit 3 (Growing up), 
Unit 4 (Getting dressed), and Unit 5 (Going places). Each unit is divided into 15 
lessons, and each lesson consists of 4-6 steps. 
Each unit of English For Me Grade 5 is structured around a topic area that 
provides various and varied opportunities for learning and using English through 
integration of language skills/elements, such as listening, speaking, reading, writing, 
grammar, spelling, punctuation, phonics, vocabulary, and so on. To maintain 
motivation and interest, the topics and the materials have been chosen on the basis of 
their relevance to the age group, rather than determined by language skills, such as 
speaking, writing, and so on. In addition, games, songs, stories, and puzzles are key 
features of the curriculum. Furthermore, alternate units have either a story or a 
project. Stories are meant for pleasure and enjoyment, whereas projects give students 
a chance to personalize what they learn and to work on something they like to 
improve. Projects also help students develop cooperation and self-evaluation skills. 
General Aims (As Described by the Curriculum) 
1. To maintain children's interest and enjoyment in learning English 
2. To contribute to the development of the child's linguistic, intellectual, social, 
emotional and physical skills 
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3. To enable children to use English for a purpose and to regard English as a means 
of communicating real information 
4. To encourage children to think independently about English 
5. To raise children's awareness of how language operates as a rule-based system 
6. To encourage children to be actively involved in the learning process 
7. To encourage children to reflect on, and evaluate, their own progress through self-
evaluation tasks 
8. To encourage children to develop independent learning strategies 
9. To encourage children to co-operate with their peers and help each other to learn 
10. To encourage children to develop a positive attitude towards, and take an interest 
in, their own and different cultures and peoples 
11. To support teachers by providing systematic lesson guidance 
Specific Objectives (As Prescribed by the Curriculum) 
1. Oral/ Aural language receptive skills: 
• To follow instructions and suggestions given by the teacher and other 
children in English 
• To extract specific information from a variety of aural texts and 
transfer it to another medium 
• To understand the general meaning of longer, more complex texts 
• To understand the linguistic conventions used by native speakers in 
different communicative situations 
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• To recognize the phonemes, stress, rhythm, and intonation patterns of 
English 
2. Oral/aural language productive skills: 
• To use a wider range of English phrases in the context of the classroom 
situation 
• To use a wider range of English in controlled communicative situations 
• To use English to seek and impart factual information 
• To reproduce the phonemes, stress, rhythm, and intonation patterns of 
English using models provided 
3. Reading Skills 
• To read a variety of short written texts for specific information 
• To read longer, more complex written texts for general understanding 
• To read longer, more complex written texts and extract specific 
information from them 
• To transfer information contained in written texts to charts, maps, 
tables, etc. 
• To recognize word order 
4. Writing Skills 
• To create short written texts independently 
• To create longer written texts (2-3 paragraphs) from models provided 
• To use organizational skills in writing 
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• To recognize and use punctuation and other conventions of the written 
language 
5. Learning and social skills 
• To cooperate with others in pair-work and group-work 
• To work independently 
• To sequence numbers and events 
• To compare and contrast information 
• To apply prior knowledge 
• To make associations 
• To reason deductively 
• To compare and classify 
• To monitor and evaluate their own learning 
• To brainstorm 
• To classify 
Methodology 
English For Me adopts a task-based, student-centered, integrative, and 
functional approach to language learning. In other words, students learn by doing; the 
learning materials are presented in various interesting activities that students complete 
as they learn the language. The focus of these activities is that students have to do 
most of the work. Language skills and learning strategies are presented interactively. 
Unlike the traditional way of teaching a language where, for example, a speaking skill 
is introduced and practiced separately, each lesson of the English For Me practices a 
number of language skills simultaneously. The functional approach to the curriculum 
presents the learning materials and the activities in meaningful contexts that students 
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can relate to their everyday life. Thus, they see a purpose in learning English. English 
For Me adopts these approaches so that language learning becomes as natural and 
stress-free as possible. 
Language 
English For Me mostly uses an inductive approach to language learning, 
where students are led through an integration of language skills, examples, and 
questions to discover the grammatical rules for themselves. Occasionally, a deductive 
approach is used where a description of a rule is given and students are asked to apply 
it to activities. These grammar rules and functions are constantly recycled throughout 
the course so that students have better chances to retain and use them in other 
contexts. 
Vocabulary 
The vocabulary in the course is generally presented in lexical sets arising out 
of the key topic of a unit. Most activities begin with children trying to recall how 
much vocabulary they know about a particular topic, and then they interact with the 
texts and activities in the unit. This vocabulary is then recycled in later units. In 
addition, there are three other resources for vocabulary development available to 
students. First, throughout the course, students are encouraged to develop their 
personal mini-dictionaries. They can choose vocabulary presented in the textbook, or 
words that are new and/or challenging to them. They can also include vocabulary that 
they hear or read elsewhere. The second resource is the Word Store at the back of the 
Class Book. This is a useful resource for children who want to check their spelling of 
any key topic vocabulary item. The Word Play is the third resource. This is a fun 
section at the end of the Skills Book for those students who finish completing the 
activities faster than others and want to spend more time working with words doing 
games and puzzles. 
Listening 
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In order to provide students with natural patterns of stress, rhythm, and 
intonation, native-speaker listening texts have been recorded as natural as possible. 
Listening texts include factual descriptions, stories, dialogues, interviews, and so 
forth. The curriculum stresses that students do not have to understand everything they 
hear on the tape. It further reminds the teacher that (a) the difficulty of a listening 
activity depends mostly on the kind of task(s) students do and not on the listening text 
per say, and (b) teachers should use these tasks to teach and not to test. 
Listening activities consist of pre-listening tasks, while-listening tasks, and 
post-listening tasks. During the pre-listening tasks students are required to use what 
they have already learned about the topic of the unit, and their general knowledge to 
predict what they are going to listen to. This knowledge can also help them 
understand and answer some of the questions of the tasks. While-listening tasks 
require students to listen carefully to understand the message itself, and then find 
answers to certain questions. A post-listening task encourages students to work 
cooperatively in pairs or groups to check their answers. 
Speaking 
By using paired and small group activities, the curriculum focuses on giving 
and asking personal information through interviews, surveys, and other 
personalization activities, such as songs, rhymes, poems, and stories. All speaking 
activities are presented within the theme of the unit. The curriculum stresses that 
students understand the reason for speaking/doing certain speaking activities, and that 
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the teacher should praise students' attempts to speak, regardless of the level of 
accuracy. Teachers are advised not to interrupt students while they are trying to speak 
because this may inhibit them from expressing themselves for fear of making 
mistakes. 
Reading 
As with listening texts, in the reading texts students are advised not to worry 
about understanding every word they read. They are encouraged to skim for main 
ideas and general information and scan for information. Reading texts include stories, 
songs, emails and letters, dialogues, factual pieces of information, games, and 
instructions. The curriculum recognizes that reading texts in Grade 5 are progressively 
extensive, but the lexical input is still carefully controlled by recycling language from 
previous grades. Similar to listening, reading texts also have pre-reading, while-
reading, and post-reading tasks. Pre-reading tasks draw on students' previous 
knowledge and general information to understand key vocabulary and predict content 
of the text. While-reading tasks encourage students to use pre-reading discussion, 
context, examples, and visuals to understand the text message. Post-reading tasks 
include students answering a set of questions and engaging in a dialogue to discuss 
their understanding of the reading. The curriculum discourages teachers from asking 
students to read the reading texts aloud as this might turn the reading into a boring and 
tedious chore instead of an interesting activity. 
Writing 
Students write about themselves and about the content encountered in the 
units. These writing activities mostly appear towards the end of every unit to ensure 
that students have been exposed to enough content and language that would help them 
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write. The concept of process writing (planning, drafting, and re-drafting) is 
introduced in Grade 5. The curriculum advises teachers not to correct each writing 
mistake students make to avoid de-motivating them. Students are encouraged to 
correct their own mistakes and ask their peers for feedback. In order to improve 
spelling, key words in each unit are selected for students to learn and these are 
assessed at the end of the unit. In addition to learning the key words, students are also 
given a chance to learn words of their choice. They may choose a specified number of 
words on which they would like to be tested at the end of the unit. 
Linguistic Diversity 
The curriculum recognizes that students learn at different rates, in different 
ways, and have different learning preferences. English For Me , therefore, provides 
opportunities to support these individual differences by including varying learning 
opportunities for students with diverse linguistic and non-linguistic skills. Throughout 
the units, students learn about many topics, do tasks at different levels of complexity, 
work in pairs and groups to discuss and share their work, and at the end of each unit 
they reflect and self-evaluate their progress and satisfaction with their learning in that 
particular unit. 
Additionally, the curriculum includes three main activities that have been 
specifically designed for teachers to use with mixed-ability students. These activities 
are: Signpost tasks, Word Play activities, and Poster activities. In each unit of the 
Classbook, there is a "signpost" to an extra open-ended task that students can do 
during or after the lesson. For example, in Lesson 6 of Unit 2, students had an extra 
activity on the quayside of page 17 of the Activities Book. Students could do this 
activity if they had time after they had done Activity 2. The Word Play section at the 
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end of the Skill Book provides fun activities, such as games and puzzles (with answer 
keys) that students can do independently when they have extra time in or out of class. 
Finally, sets of photocopiable activities can be found at the end of Teacher' s Book. 
Teacher can post these activities on the classroom wall next to the Poster of that unit. 
Students who finish working on a certain task during a given lesson may walk to the 
wall and choose an activity to work on independently, in pairs, or in groups. One of 
the activities, for example, asks students to look at the map of the world poster and 
find a country for each letter of the alphabet. 
Curriculum Adaptation 
The curriculum advises teachers in their first year to use the detailed teaching 
notes in the Teacher' s Book and follow the suggested methodology. However, when 
teachers have gained experience and confidence in dealing with the curriculum, they 
are encouraged to take decisions about adapting, supplementing, and extending the 
curriculum. 
Assessment 
Based on a system of continuous assessment, the English For Me uses four 
types of charts (provided at the back of the Teacher's Book) to continuously monitor 
and record students' progress throughout the semester. These charts are: Attainment 
Targets, Project Work, Portfolios, and Progress Tests. 
The Attainment Targets chart is divided into sections equal to the number of 
units. Along the left hand side of the profile chart are the intended learning outcomes 
set by the curriculum for that unit. After writing the names of students across the top 
of the page, the teacher marks next to each learning outcomes how competent every 
student is in relation to those outcomes. The teacher marks students ' competency by 
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either fully darkening the box to indicate "confidently with no support," or putting a 
cross for "independently with occasional support," or a slanting bar to show that 
"some support is needed," or a big dot to show "more time and support needed," or 
leaving the box blank to indicate "not covered/not achieved." A similar achievement 
recording system is used for the Project Work chart and for the Portfolio chart. 
In addition to the above informal continuous assessment system, starting at 
Grade 5 an element of a more formal assessment has been added. These progress tests 
are short progress paper-and-pencil tests that are based on the intended learning 
outcomes of the curriculum. These, besides providing further diagnostic information 
on students ' achievement, aim to gradually involve students in more formal modes of 
assessment as they progress through the grades. These tests are still considered 
continuous and formative in nature because they should be given at different points 
during the semester and not at the end of the semester. Students' achievement on 
these tests is also recorded on a chart. 
Analysis of Class Observations and Post-observation Conversations 
After having addressed the first research question of my study (What is the 
prescribed English language curriculum for Grade 5 for the Omani government 
schools?), I focused the rest of this chapter on addressing the second research 
question: To what extent does the taught English language curriculum for Grade 5 
reflect the prescribed curriculum? Specifically, why do or do not teachers adapt the 
prescribed curriculum? If they do, how do they do it? I addressed the third research 
question (What implications does the relationship between the prescribed and the 
taught curriculum have for the English language curriculum in Oman?) in Chapter 5: 
Implications and Recommendations. 
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To answer the second research question and to develop a complete picture of 
the adaptations that teachers made and their rationale for adapting or not adapting the 
curriculum, I first briefly described each observed lesson in terms of its topic, learning 
objectives, and the language skills involved. I then analyzed and discussed how and 
why teachers modify or did not modify the prescribed curriculum. I presented this 
analysis and discussion in a thematic organization; that is, instead of analyzing each 
lesson individually, I presented an emerging theme and discussed it by providing 
supporting evidence from the four observed lessons. The themes (Effective Warm-up, 
Motivation and Interest, Comprehension and Understanding, and so on) are not 
discrete or isolated from one another. Instead, most overlap and are conceptually 
connected. Thus, many examples could be presented as support for more than one 
theme. For instance, an adaptation made to facilitate the "comprehension and 
understanding" of a concept might also serve to advance "motivation and interest." 
Despite the fact that readers may see some examples fitting under a category different 
from the one used, the themes and examples cited here are those reported by the 
teachers themselves as rationale for their modifications. For complete summaries of 
class observations refer to Appendices A, B, C, and D. For complete summaries of 
post-observation conversations refer to Appendices E, F, G, and H. 
Overview of Lesson 6 of Unit 2 
The theme of Unit 2 was Kids Like Us. Lesson 6 of this unit encouraged 
students to read about other kids around the world. There were two main aims for the 
lesson. First, students would be able to write and talk about what they liked and did 
not like, such as "I like fish, but I don't like pizza." The second aim was to be able to 
read and understand texts about other kids around the world. For example, they read 
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about Amra from Mongolia and about Steven from the USA. At least four language 
skills were practiced in this lesson: writing and speaking (when they wrote and talked 
about what they liked and did not like), and listening and reading (when they read and 
listened to the texts about kids around the world). Grammar was also involved 
because students needed to know how to use the structures "I like ..... " and "I don ' t 
like . . .. . " 
Overview of Lesson 12 of Unit 2 
As mentioned above, the theme of Unit 2 was Kids Like Us. The main aim of 
lesson 12 of this unit was to understand and be able to use the rule of adding "es" to 
make the plural of words ending in s, sh, ch, and x. Students read and listened to 
sentences that included plural words ending in those letters. Students had to discover 
the rule and apply it by making the plural of other words ending ins, sh, ch, and x. 
Another aim was to revise what students learned about other kids around the world by 
matching the items to the countries those items come from . This unit reinforces 
grammar (when to add "es" to make the plural), spelling (how to spell plural words 
ending in s, sh, ch, and x), and pronunciation (how to pronounce the suffix "es" in 
plural words ending in s, sh, ch, and x). 
Overview of Lesson 6 of Unit 3 
The theme of Unit 3 was Growing Up. Lesson 6 of this unit raised students ' 
awareness of the steps in the life cycle of animals, such as bees, in this lesson. 
Students had to read texts that showed the steps in the life cycle of bees and match 
those steps to the correct pictures. They then had to do a mini-book project for which 
they designed a small illustrative book about the lifecycle of an animal of their choice. 
In this lesson, students mainly practiced reading (when they read and matched texts to 
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pictures) and writing (when they did the book project). They also practiced speaking 
skills during the first activity when they talked about what animals they could see in 
the poster. 
Overview of Lesson 13 of Unit 3 
As mentioned above, the theme of Unit 3 was Growing Up. Lesson 13 of this 
unit developed students ' ability to conduct a survey by gathering information about 
what other people could or could not do, such as "Ahmed can run, but he can' t swim." 
Writing and reading skills are the two language skills that were practiced after 
students used their survey charts to collect information about what activities their 
classmates could or could not do. They wrote sentences and then talked about what 
activities their peers could and could not do. 
Modified Aspects of Curriculum 
This section addresses the first part of the second research question of the study: 
why and how teachers adapt the prescribed curriculum. For the purpose of this study, 
I gave each of the above rationales a short generic title under which I described and 
analyzed teachers ' modifications. I supported my discussion with evidence from the 
four observed lessons and their post-observation conversations. Teachers generally 
adapted the curriculum to address: 
I. Effective warm-up: involve students in a more effective warm-up 
2. Content vs. time: modified or skipped materials to save time 
3. Curriculum prioritization: prioritize the materials in order to achieve the main 
objectives of the lesson 
4. Motivation and interest: adapted materials to increase students ' motivation and 
interest in the learning materials 
5. Comprehension and understanding: adapted materials so that students would 
have better understanding of the materials. 
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6. Discovery and experiential learning: adapted materials to encourage students 
to discover rules through experiential learning 
7. Constructivism and learner autonomy: encouraged students to take part in their 
learning 
Effective warm-up. Analysis of Lesson 6 of Unit 2 and its post-observation 
conversation shows that all teachers either made a change to the way they taught the 
warm-up activity, singing the song "Do you?," or they replaced it by another warm-up 
activity. Leena and Asad thought they could use the first {ew minutes of the lesson to 
revise and develop vocabulary and language previously taught. For a wann-up 
activity, vocabulary development seemed also important to Hamed, as he elicited 
what students knew about the pictures before singing the song. In the post-observation 
conversation with Hamed, he said, "I wanted to make sure that they knew what they 
would be singing and not just parroting without understanding." 
Analysis of Lesson 13 of Unit 3 and its post-observation conversation shows 
more examples of how teachers always did "something" with the warm-up whenever 
they thought it was not sufficiently activating students for, or irrelevant to, the lesson. 
They also had their own wann-up when the lesson did not have one. In this lesson, for 
example, there was no wann-up in the curriculum. The lesson was to start with the 
teacher explaining Activity I, the survey chart, where to write the names and the 
activities. Students could choose any four activities they wanted to survey about by 
asking their classmates whether they could or could not do those activities. Sally 
thought that she needed to have something that would activate her students for this 
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activity. She, therefore, devised her own warm-up activity: students completed gaps in 
a paragraph about an Omani boy. "I wanted students to do this warm-up for two 
reasons: first to revise some of the words they studied before, and second that talking 
about Ahmed introduces them to the topic of collecting information about a person 
and talking about them, which was the topic for the lesson," Sally rationalized her 
addition to the prescribed curriculum. 
Leena had the same feeling; that there should be something to start with 
instead of going straight to Activity I, doing the survey. Leena started with a "Think 
and Guess" game. She read a description of something, and students guessed what it 
was, for example, Leena said, "I can fly, but I am not a bird. I can carry people, but I 
cannot talk to them." Students guessed "plane." "I needed something that would better 
activate students for the class than starting with the first activity suggested by the 
Teacher's Book [ doing the survey chart]," Leena said. In the post-observation 
conversation, she thought that the "Think and Guess" game might have been a bit 
challenging for some students to guess the animal or thing she described, but because 
they worked in groups, they could help each other. 
Although Hamed did not devise an activity or a game for this lesson like Sally 
and Leena, he did believe that he needed to get his students to think before asking 
them to open their books and look at Activity I, the survey chart. Therefore, as an 
introduction to the lesson, Hamed mimed driving a car and asked his students, 
"What's this, what am I doing?" A student answered "ride car." He corrected him 
"Yes, drive a car." He then pointed to himself and said, "I can drive a car. Can you 
drive a car?" Students said "Yes, I can" and "No, I can't." He asked students more 
questions, such as "Can you speak Italian?" and so on. 
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Likewise, Asad was no less concerned about the need to have a warm-up, an 
introduction to the lesson. "I had the picture cards for the warm-up, just something 
simple to activate students for the survey activity," Asad commented. He started class 
by distributing picture cards to groups. Each group looked at a picture card and the 
incomplete sentence underneath, and shared aloud with the rest of class what they 
thought the person or animal in the picture could do, e.g., "Maha can swim." Asad 
also encouraged his students to say what those people or animals could not do, e.g., 
"Maha cannot live in water." 
Content vs. time. Analysis of Lesson 6 of Unit 2 and its post-observation 
conversation showed that all teachers seemed to have a problem with the amount of 
reading that students had to do during class time. Teachers believed that there should 
be fewer reading texts so that students could focus and read with comprehension. 
Therefore, Sally, Leena, and Hamed did not require students to read all texts, but 
asked them to start with one and do as many as they could. Though Asad asked his 
students to read all of the texts, he also asked them to read the texts quickly so that 
they could finish . Interestingly, in the post-observation conversation for this lesson, I 
asked Asad ifhe would teach this lesson any differently in the future, and he said, 
"Probably, I need to teach the lesson in two periods because students needed more 
time for the reading, and I was kind of rushing to finish what I planned to teach." 
Clearly, Asad did realize that there was a time problem, and the only way to get 
students to finish reading all the five texts was to encourage them to read quickly. 
Additionally, Leena said in the post-observation conversation for Lesson 6 of 
Unit 2, "The reading texts should be fewer, length should be smaller, and vocabulary 
should be simpler. I taught Grade 4, and I can see a huge gap between Grade 4 
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reading texts and Grade 5 reading texts. Grade 5 is very difficult for students". 
Addressing the same problem, Asad said "I think when the Ministry writes the books 
they should think about the classroom and the short time we have for each lesson. The 
books have very interesting materials, but we cannot teach everything because of the 
time". 
Further analysis of the same lesson showed more evidence of the imbalance 
between content and time. All four teachers tried to cut down on steps by cancelling, 
adapting, or simplifying them so that they could save more time for the two main 
activities: listening and reading. All teachers, for example, did not teach the "I, 2, 3, 
Go" game. They all indicated that time was needed for the reading activity. The fact 
that all teachers wanted to save time for the reading supports the previous point: the 
complexity of the reading texts in Grade 5 curriculum seemed to be a challenge to 
students. 
Analysis of Lesson 12 of Unit 2 and its post-observation conversation 
provided other examples that time was again a main cause for teachers skipping, 
postponing, or simplifying the way to teach the content provided by the curriculum. 
Except for Sally, the other three teachers (Leena, Hamed, and Asad) had a time 
problem. Leena did not teach the warm-up activity in which students were supposed 
to match items to countries from which they come. She said the activity had nothing 
to do with the topic of the lesson, learning to add "es" to make words plural. 
Therefore, she did not teach it to save time for the warm-up activity she prepared: 
having a discussion with students about the number of family members they had, such 
as number of brothers and sisters. Because of time, Leena also had a problem 
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finishing Activity 2 and Activity 3 (completing sentences/words by making the plural 
form of the singular words) in class, so she assigned those for homework. 
"Wanted to start the main activities for today because that was just a warm-
up," was the rationale Hamed gave for not asking students to have group discussion 
during the warm-up activity of matching items to countries they come from. In the 
post-observation conversation, Hamed thought that weaker classes might need even 
more time to understand the lesson, and so to save time and make the lesson easier, he 
would combine the warm-up (matching items to the countries they came from) with 
Activity 1 (reading and listening to sentences that have plural words ending in "es"). 
Like Leena, Asad did not have enough time to finish Activity 2 and Activity 3 
(completing sentences/words by making the plural form of the singular words). He 
assigned them for homework. Asking him how he felt about the class he taught, Asad 
said, " I wish I had more time for Activity 2 and Activity 3, but I achieved the aims, so 
I think it was quite good." He added, " I think I will try and squeeze in some time to 
do Activity 2 in class and only assign Activity 3 for homework." But when I asked 
him if he had any comments on the prescribed curriculum, he replied, "I think 
Activity 2 and Activity 3 should be combined because they have the same aim, to 
practice the rule students learn in Activity l ." 
The imbalance between time available for teaching and the amount of 
curriculum to be taught in one lesson was a problem that was continuously reported 
by the four teachers every time I observed them. As we have seen in the two analyses 
above (Lesson 6 of Unit 2 and Lesson 12 of Unit 2), analysis of Lesson 6 of Unit 3 
and its post-observation conversation showed that teachers continued to skip, 
combine, and simplify steps to save time and make sure to teach what they considered 
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to be "more" important or the "main" aim of the lesson. Sometimes they split the 
lesson into two periods. In the reading activity, for instance, students read about bees 
and matched texts to pictures. Teacher would elicit answers and then play the tape for 
students to check their answers. "To save time for the project step," Sally combined 
eliciting answers with playing the tape for student to confirm their answers. She 
elicited an answer and played the portion of tape for that answer, and did the same for 
the rest of the answers. 
Another example was Leena's and Asad's skipping of the warm-up activity, in 
which they were supposed to give instructions and students were to perform them. 
Leena commented that although the warm-up was a good one, she needed to save 
time for the reading and project activities. She added, "I would do this activity on the 
days when the lesson is shorter. I brought materials and had new ideas for the reading 
activities, and I wanted to make sure that I would have time for that." Similarly, Asad 
believed that by skipping the warm-up, he would have more time to focus on the "two 
big activities: the reading and the project." Agreeing with his colleagues, Hamed, in 
the post-observation conversation, thought that in the future he might split the lesson 
into two periods so that he would have more time for the project activity because he 
"was kind of running out of time when [he] was explaining the Project Record Sheet." 
Analysis of Lesson 13 of Unit 3 and its post-observation conversation 
presented more examples on how teachers made adaptations either to save time or 
because there was insufficient time. In Activity 1, the lesson started by the teacher 
explaining the survey chart, and where to write the names and the activities. Students 
could choose any four activities they wanted to survey about by asking their friends if 
they could or could not do those activities. Sally, however, said that when students did 
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this activity in previous years, they always wasted time flipping through the pages 
trying to find or remember activities they had studied before, or argued about what 
activities to write on their charts. She added that "the aim was to conduct a survey 
about their peers." Therefore, Sally provided students with suggested activities on 
flashcards on the board to choose from. Another decision Sally made because of the 
time limitation was to teach the lesson over two periods. She stated that she knew she 
would not have time to do the entire lesson in one period. "My plan is to use the last 
activity [the matching activity on page 33 of Class Book] and the song [Step 5 of the 
Teacher's Book] as a revision and warm-up for next class. I will first start with 
something fun, the song, and then the matching activity," Sally said. 
Providing suggested activities for students to choose from for their survey 
chart was also the solution Leena thought of in order to save time. Leena wrote those 
activities on the board because students' weak spelling skills resulted in a wasted use 
of time, and, therefore, she wanted to save time by simplifying the activity. Like 
Sally, Leena also split this lesson into two periods so that she could have time for 
each step. She said, "I don't know if there is any teacher who can finish all the steps 
in one period! Ifl want my students to truly learn something, then I should do it in 
two periods and that's what I'm doing." 
Hamed had another idea to minimize time during the survey activity. He too 
pointed out that students took a long time filling in the preliminary information on the 
chart: the names of their classmates and the activities they could or could not do. To 
save some time, therefore, Hamed asked his student to only write their classmates' 
initials and not the first name. He clarified, "Writing their peer's first name wastes a 
lot of time, I think. Some students, especially weak ones, would spend almost 10 
minutes just copying down the activities and their friends' names. So I think I can 
save some of that time when I ask them to write only the initials." 
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Curriculum prioritization. Data from Lesson 6 of Unit 2 and its post-
observation conversation showed that teachers were capable of evaluating the main 
aims of the lesson and accordingly setting priorities on what to teach and how to teach 
it. For instance, all teachers agreed that reading was the most important activity; 
hence, they all made changes or removed steps so that they have enough time for the 
reading. Therefore, all teachers did not, or might not, teach the" l, 2, 3, Go" game; 
two teachers (Sally and Hamed) did not teach the portfolio activity, Leena skipped the 
listening activity, and Asad did not see a need for students to discuss in groups the 
instructions for the writing activity. Teachers, indeed, did make modifications, even 
with a standardized curriculum (Woods, 1996). 
Curriculum prioritization was also clear in the teachers' awareness of the 
difference between learning a language as a second language and learning it as a 
foreign language in that a foreign language learner has fewer opportunities to practice 
the target language outside of school because most people would be using the same 
mother tongue. To the contrary, a second language learner could probably use the 
target language at home and elsewhere in his/her community (Richards & Schmidt, 
2002). Therefore, foreign language teachers should provide students with as much 
exposure to the target language during class as possible. Teachers in this study 
demonstrated an understanding of this need. In Lesson 6 of Unit 2, in the second part 
of the listening activity, Sally was supposed to play tapescript 2.8 in order for the 
students to listen to names of people and match them to the right pictures. Instead, she 
played tapescript 2.7, giving students a second chance to listen to the five reading 
68 
texts. Another example was when Hamed paused the tape after each text. Although 
the Teacher's Book does not suggest doing so, he thought that pausing and asking 
students some questions about what they listened to would make a more effective use 
of the listening activity. In fact, the point I raised above regarding teacher's ability to 
prioritize the most important steps of the lesson (discussed earlier) could also signify 
teachers' beliefs that they should use the time of the lesson on activities that would 
provide the most language input. 
Motivation and interest. Analysis of Lesson 6 of Unit 2 and its post-
observation conversation showed another reason why teachers made adaptations: to 
make the learning environment low-stress and inviting to their students. Teachers 
made a number of adaptations that reflect their understanding of the importance of 
making learning interesting and motivating (Blackbum, 2005). Sally did not ask her 
students to think of actions that would go with the words of the song because she did 
not want to tum the fun warm-up into a chore for students. She said it was better that 
they looked at what actions she made while singing and joined her. In the writing 
activity, in which students wrote sentences about what they liked and did not like, 
Leena asked students to complete sentences on a piece of paper before they did the 
ones in the book. She said, "I think that completing the sentences on the pieces of 
paper motivated them more than completing the sentences in their book. To create 
variety, I always try to bring them things to do that are similar to what's in the book." 
A third teacher, Asad, decided that spending more time discussing what students 
could see in the pictures before they started reading the texts was a good way to 
familiarize students with content and make them comfortable and confident with the 
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listening and reading. He believed that feeling more comfortable with content raised 
his students' motivation and interest in learning. 
Creating a motivating and stimulating learning environment continued to be a 
reason for making adaptations when teachers taught Lesson 12 of Unit 2. For 
example, Sally opted not to start the lesson as prescribed by the curriculum. She 
thought that starting the lesson with the warm-up activity of matching items to 
countries they come from was not interesting enough. She, therefore, prepared a game 
where she said a letter; students thought of a name, an animal, and a thing that started 
with that letter. 
Similarly, Leena believed that introducing the plural topic by having students 
read and listen to sentences that had plural words ending in "es" was not motivating. 
Instead, she introduced and personalized the topic by asking students about the 
number of their siblings. 
To make learning stimulating and fun, Hamed also adapted Activity 2. In 
Activity 2, in which students completed sentences by making the plural forms of the 
given words, volunteers were to read aloud the answers and the teacher would add the 
words to the ones already on the board and underline the "s" or "es." Instead, Hamed 
encouraged students to come up and add the words to ones on the board. He said that 
his students found it fun to move out of their chairs and come to the board. 
In order to increase motivation and interest in the curriculum, teachers 
incorporated Total Physical Response (TPR) approach into their teaching. Total 
Physical Response (TPR) is a well established teaching-learning approach to second 
language acquisition (SLA), especially for children. In a TPR approach, teachers 
prepare activities that involve students both intellectually and physically, such as 
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moving around and talking to members of other groups, coming to the board and 
explaining an answer, role playing, singing a song, or playing a game, and so on 
(Herrell & Jordan 2004). Analysis of Lesson 12 of Unit 2 and its post-observation 
conversation suggested that two teachers in this study had a good understanding of 
this approach and accordingly made some adaptations to make students more active 
through TPR activities. Leena decided that introducing the rule of adding "es" to 
make the plural by getting students to read and listen to sentences that have plural 
words ending in "es" might not grab students' attention well enough. Therefore, she 
used pictures to teach the "es" rule of making the plural (for example, students named 
and counted how many toothbrushes there were in the classroom). She said that she 
tried to make it fun by getting students to walk around counting how many students 
had a picture of the same items. " I think that the materials I prepared suited my 
students ' level of understanding more, and they are more motivating and interesting 
because they are more fun and it involved game-like activities," Leena added. 
Analysis of Lesson 6 of Unit 3 and its post-observation conversation provided 
more evidence that making learning motivating and enjoyable was always a primary 
reason why teachers modified the curriculum. "I know that my students get more 
motivated when they see me coming to class with visual materials," Sally said, 
explaining why she brought to class materials, such as toy bees, a honey jar, and a 
picture of a beehive. She added that young children like to see and feel things. 
Making the learning fun was also one of the justifications Sally gave for the change 
she made in the warm-up activity. For a warm-up, teachers should give short 
instructions and the concerned group should perform the action. Sally, however, 
involved her students not only in performing the instructions, but also in giving them. 
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She encouraged her students to give each other instructions to perform. Instead of 
giving them all instructions as suggested by the Teacher's Book, she gave only two 
instructions as examples. Then she gave out to groups the rest of the instructions that 
she had written on small cards. A representative from each group read the instruction 
card they had, and the concerned groups performed the action. This was also an 
example in which the teacher had more than one justification for the adaptation. Sally 
stated that she "wanted students to be involved in giving the instructions and not 
merely follow them." The key word here is "involve." Sally believed that 
"involvement" and "active participation" are essential to successful learning, and, 
hence, she made them give instructions, as well as perform them. It is also interesting 
to see how teachers combined the two rationales: motivation and involvement. 
Teachers seemed to understand that the active involvement in learning induces 
motivation and consequently more successful learning (McCombs, 2007). 
Leena was also concerned about motivation, and therefore she used the 
"fishing" game to arouse excitement in the reading activity. In this activity, students 
read six short paragraphs about bees and matched texts to the correct pictures. When 
students finished reading their texts, a representative of a group read aloud the text 
they had and then used a magnetic fishing net to catch the right picture that 
represented their text, and then put that picture next to the right number on the board. 
The pictures were randomly spread on the teacher's table. 
Another example of a modification made to motivate students was Asad 
showing students samples of book projects that students had done in the previous 
years. The curriculum asked the teacher to simply brainstorm with the students from 
where they could get ideas, such as friends, family, Language Resource Center, and 
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so on, for their book projects. Asad believed that seeing real examples would motivate 
students. He gave his students time to look at the projects completed by previous 
students. He then asked volunteers to talk about the title and author of the sample 
projects they looked at. After that he continued with an explanation of what students 
had to do for their projects. 
Adapting the prescribed curriculum to motivate students, to create enjoyment 
and excitement, and to make students comfortable with what they learned was a 
repeated rationale that teachers gave in the previous lessons, as well as in the last 
lesson I observed, Lesson 13 of Unit 3. In Activity 3 of this lesson, the teacher was to 
demonstrate the dialogue (asking and answering questions about what other people 
can or can't do) with a student. Then the students would ask what their group 
members can and can't do. Sally thought that doing a student-student demonstrations 
of the dialogue would make her students more comfortable and confident that they 
could do the task. Hence, she engaged them in both teacher-student and student-
student demonstrations of the dialogue. I asked her if that was necessary, and she 
replied, "Absolutely! When students see student-student demonstration they feel more 
confident that they can do it, too." In other words, students were more motivated to 
ask and answer questions because they saw their classmates do it. 
An example of what Leena did in order to create interest and excitement in the 
lesson was the warm-up game: Think and Guess. She read a description of something, 
and students guessed what it was. For example, the teacher said, "I can fly, but I am 
not a bird. I can carry people but I cannot talk to them." Students guessed "plane." In 
addition, Leena stated that in her future teaching of this lesson she would make a 
change in Activity 3, where students asked their groups members what they could and 
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could not do. She said that next time she would also do inter-group discussions; that 
is, encouraging students from one group to ask students in other groups. Leena said, 
"I just want to make it more real and create more enjoyment and fun with the activity, 
and I am not going to spend much time doing that, just ifthere are volunteers to do it 
and I think there will be because I have a few excellent students." 
Although Hamed did not state directly that he did the miming warm-up to 
motivate students or create enjoyment in the lesson, he did say, "I didn ' t want to start 
the lesson by asking students to begin at the first activity [ doing the survey] . I wanted 
to ask few questions and get them thinking." It can be inferred from his actions that 
Hamed did not think that starting the lesson with Activity 1, as prescribed, would be 
motivating enough. Thus, he began with the miming activity. 
Asad made two adaptations: one, "to activate students for the survey activity" 
and the other to "attract students' attention" to the survey chart. The first adaptation 
was the warm-up activity. Asad had each group look at a picture card and the 
incomplete sentence underneath, and share aloud with the rest of class what they 
thought the person or animal in the picture could do. The second adaptation was using 
the overhead projector to display and explain the survey chart so that all students 
would concentrate on how Asad explained the survey chart. 
Comprehension and understanding. Making the learning process as visual and 
concrete as possible was a teaching approach that the teachers used to justify some of 
the modifications that they made. Analysis of Lesson 12 of Unit 2 and its post-
observation conversation illustrated how Sally wanted her students to literally see 
exactly how the matching of items to countries they came from would be done. 
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Therefore, she held the Class Book page 13 in one hand and the Skills Book page 15 
in the other hand so that students could see the two friezes next to each other. 
Leena gave a similar rationale for bringing in pictures to introduce the rule of 
adding "es" to make the plural (for example, students named and counted how many 
toothbrushes were in the classroom). This was different from what the curriculum 
prescribed: students were to merely read and listen to sentences that had plural words 
ending in "es." The teacher was then to write the words on the board, circle the "es," 
and explain the rule; students were then to complete it in their books. 
This activity was also supplemented by Hamed. Instead of starting the activity 
as prescribed, he first reminded students of the plural topic by using pen/pens. He 
took a pen in his hand and asked students, "What's this?" Students answered, "A 
pen." Hamed then took a number of pens and asked, "What are these?" Students 
replied, "Pens." On the board, Hamed wrote two columns: singular-plural. Under 
singular, he wrote "a pen;" under plural, he wrote "pens," and underlined the "s." 
Next, he elicited that we add "s" to make the plural. Like Sally and Leena, Hamed 
believed that the use of realia makes learning better because students can "see" things. 
Hamed said, "I used realia [pens] to demonstrate the singular and plural. I think it is 
better because it is concrete and real and they can see the pens." That was the reason 
for Hamed's modification to the activity that introduces the "es" rule to make the 
plural nouns, in which the teacher is supposed to simply explain the "es" rule after 
students have read and listened to sentences that have plural words ending in "es." 
Asad shared with the other three teachers the belief about making learning 
concrete and visual. In fact, Asad made an almost identical adaptation to what Hamed 
made. He used items, such as pencils and toothbrushes. He said, "I felt that students 
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liked the introduction to the 'es' rule when I gave examples of pencils and brushes, 
and students tried to think of items around them or at home and give me the singular 
and plural forms of those items." 
Throughout the lesson, teachers also wanted to make sure that the prescribed 
materials were comprehensible to their students. In second language acquisition it is 
essential to learning that the input (i.e. materials, methodology, and presentation) is 
comprehensible and is not too difficult or too easy. Krashen (1988) discussed the i+ 1 
concept, where the " i" represents that current level of the learner' s competency level 
and " 1" represents the ideal "distance" from the current proficiency level. Krashen 
stated that in order for the input to be comprehensible, and thus learnable, it has to be 
just a little bit beyond the learner' s level of competency, in other words, one step. If it 
is too hard, it will discourage them and if it is too easy, it will de-motivate them. 
Vygotsky (1986) shared the same principle as Krashen. Whereas Krashen talked 
about the comprehensible input " i+ I ," Vygotsky talked about the Zone of Proximal 
Development (ZPD). Like Krashen, Vygotsky believed that the leaning materials have 
to be at a difficulty level at which students can understand them when they use the 
available context, clues, prompts, and so on. 
All four teachers in this study agreed with Krashen's " i+l" and Vygotsky' s 
"ZPD" principles. For instance, before introducing the rule of adding "es" to make the 
plural, Sally first elicited what students knew about singular and plural because she 
"wanted to see how much they knew and to build on their knowledge." She added, 
"There is always somebody who prepared for class and will help me introduce the 
activity." To make sure that students understood what they learned, and were not 
merely guessing, Sally asked her students to justify their answers, telling why they 
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added "s" or "es" to make the plural words in Activity 2. Leena conducted a similar 
warm-up, reminding students of what they knew about singular and plural by asking 
them about the number of their family members such as brother and sisters. Thus, 
both Leena and Sally were building on what students knew before; that is the "i" in 
Krashen' s "i+ 1" above. The personalization of the activity motivated students and got 
them ready for the "1" that Krashen described. In addition, to create a Zone of 
Proximal Development (ZPD) for students' learning, Leena used pictures to support 
teaching the rule of adding "es" to make the plural; for example, students named and 
counted how many toothbrushes were in the classroom. 
Hamed was concerned about his students' comprehension of the "es" rule and 
wanted to make sure that his students knew exactly why they added "s" or "es" when 
they made the plural forms of the 14 words in Activity 3. Therefore, when a student 
gave an answer, the teacher encouraged other students to confirm and justify that 
answer. Hamed was also aware that the "i+ 1" and the "ZPD" for weaker students are 
different from those of the good achievers. Hence, he thought that for weaker students 
he might combine the warm-up, matching items to countries they came from, with 
Activity I, reading and listening to sentences that had plural words ending in "es." 
Asad also pointed out that he used realia (to introduce the "es" rule to make the 
plural) to make the lesson more effective in suiting his students' competency and 
comprehension levels. 
Teachers made adaptations to differentiate the curriculum so that it 
accommodated the different levels of competency in their classes and maximized 
learning. Examples of this can be seen in the analysis of Lesson 6 of Unit 3 
(Appendix C) and its post-observation conversation (Appendix G). In some instances, 
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one adaptation addressed two goals simultaneously, such as to individualize 
curriculum and differentiate for mixed-abilities. To explain the Project Record Sheet, 
Sally drew it on the board and explained its categories. Drawing it on the board was 
her own idea; the Teacher ' s Book generally suggests that the teacher explains how 
students should fill in the record sheet and how the sheet helps them plan and check 
their work. She complained that the sheet had too many categories and was confusing 
to her students. Even with this facilitation, Sally was not fully satisfied. In the post-
observation conversation, I asked her if she would teach this lesson any differently in 
future, she said, "I will think about doing something to make the Project Record Sheet 
easier." In addition to the need to simplify the Project Record Sheet, Sally stated that 
for the next lesson she would bring materials for students to choose from for their 
projects because "some students may get discouraged by not finding materials at 
school or at home." 
Leena' s students faced similar difficulties with the Project activity. She, 
therefore, brought in some books from the school's Learning Resource Centre (LRC) 
and also a few one-page printouts from the Internet. I asked her why she did not let 
students research for the materials themselves and she replied, "Do you think they can 
do it? They can't. I have taught this lesson many times and the main difficulty is that 
students cannot find suitable materials because the school's learning resource center 
has difficult books." She indicated that she had many weak students in her class, and 
those students would have difficulty finding and understanding materials. She wanted 
"to motivate them and make the project easier," but she would still encourage those 
students who wanted to research and find different materials. Leena agreed with Sally 
that the Project Record Sheet was long and took a lot of time, so she decided to use 
Arabic to explain it. Leena additionally made an adaptation to the reading activity. 
She asked each group to read only one text because she wanted to simplify the 
activity so that all of her students could read with understanding instead of just 
rushing through the texts trying to finish them and match them to the pictures. 
78 
The Project Record Sheet was also difficult for Hamed's students. He split the 
lesson into two periods so that he would have enough time to explain it, and that 
students could complete each step of the lesson; thus, they would learn more. Hamed 
believed that by having more time he would be able to better facilitate the curriculum 
and increase students' learning. Furthermore, to make sure that the Project activity 
was doable by all of his students, Hamed amended the Teacher's Book instructions. 
He said that, from his experience, students found it difficult to find easy-to-understand 
information on the lifecycle of the animal they choose. Instead of requiring each 
student to do a book project on the lifecycle of the animal, he simplified it by 
allowing them to write anything about the animal they chose and not necessarily its 
lifecycle. 
There seemed to be unanimous agreement among the four teachers in this 
study regarding the difficulty of the Project activity and its accompanying record 
sheet. Asad felt that the difficulty of the task could be discouraging to some of his 
students, and therefore he made two adaptations to simplify the activity and make it 
more comprehensible by all the students in his class. To clarify students' 
understanding of activity and what it meant exactly to do a mini-book project on an 
animal, he brought in samples of the projects done by students from the previous year. 
Students looked at and discussed them. Then to simplify the Project Record Sheet, 
Asad designed a modified version of the one in the book. The new modified one had 
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fewer items to fill in. I asked him why he replaced the record sheet and he said "I 
think writers of the book should know that these are second language learners in 
Grade 5, and they cannot do the suggested record sheet. They even cannot understand 
it. In the past I used to spend almost half an hour to explain it. The chart I made had 
fewer and easier items: title, author, find information, write notes, show it to friends, 
make changes, and book cover. 
Analysis of Lesson 13 of Unit 3 and its post-observation conversation offers 
more evidence that teachers continued to make adaptations to increase comprehension 
and ensure that the materials are suitable for the different competency levels of 
students. In Activity 2, students wrote "can" and "can't" sentences about their friends 
and themselves based on the information they gathered on the survey chart in Activity 
1. To make sure that her students understood what to do for the activity, Sally gave 
examples of "can" and "can't" sentences on the board. She explained that making 
learning as visual as possible works best for her students. In addition to giving 
examples on the board, Sally explained the activity by providing examples of not only 
the use of"can" and "can't" in relationship to others, but also by using the pronoun 
"I" in the structure "I can/can't" to write sentences about themselves. Sally decided to 
use Arabic to make this clarification because there is a discrepancy between what the 
Teacher's Book prescribes and the instructions in the Skills Book. The Skills Book 
does not ask students to write about themselves, only about their friends, whereas the 
Teacher's Book asks the teacher to remind students to write about themselves, as well 
as their friends. In fact, Sally said that in her future teaching of this activity she was 
not sure if she would even ask her student to write about themselves. "The pronoun 'I' 
should be taught somewhere else, but not in this lesson. It created confusion and I had 
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to spend time to explain and use Arabic," Sally justified the possible future change. In 
the end, Sally did those two modification (providing examples of "can" and "can't" 
sentences, and using Arabic to explain "I can/can ' t" sentences) to prevent confusion 
and to increase understanding of the learning materials. 
Although not mentioned in the Teacher 's Book, all of the other teachers 
(Leena, Hamed, and Asad) also wrote "can" and "can ' t" on the board and elicited 
examples from students before they (the students) started doing the activity. Leena 
pointed out that she wrote examples on the board because she had many weak 
students and providing examples made them and other students understand faster. 
Hamed said that when he prepared his lessons he always thought of the weak 
students, and so he tried to bring visual aids and provide examples so that students 
understand the materials. A similar justification was given by Asad. "Eliciting 
examples shows if students understood the activity or not," he said. 
Discovery and experiential learning. Creating discovery and providing an 
experiential learning environment were two more reasons that teachers made changes 
to the prescribed curriculum. The evidence comes from the analysis of Lesson 12 of 
Unit 2 and its post-observation conversation. Sally, Leena, and Hamed were aware 
that students learn better and remember more when they are involved in learning 
activities through which they think, try, take risks, discover, and explore what they 
learn (Beard & Wilson, 2006; Kolb, 1984). Sally, for example, in the first activity on 
page 22 of the Skills Book, was supposed to explain the rule of adding "es" to make 
the plural, so that students would then complete the activity by writing down the rule. 
Instead, the teacher asked them to look at the two groups of words on the board, 
singular and plural, and elicited the rule from them instead of giving it to them. "I 
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think when students think and discover the rule, they will remember it more than if I 
give it to them," Sally justified. Leena agreed. She too elicited the "es" rule from 
students, and then explained it. She also asked them why they added "es" not "s" as 
they had learned before. In the post-observation conversation Leena said, "I asked 
them to think and discuss and then tell me the rule because when they find the rule by 
themselves it means they understood the entire lesson." 
Hamed believed that letting students find the rule not only encourages 
discovery learning, but also promotes cooperative learning. "I encouraged students to 
come up with the rule themselves because if they try they will remember and students 
can help each other," he commented. Therefore, he did not explain the rule as 
suggested by the Teacher's Book, but he elicited it from students by asking them what 
pattern they could see in the plural words that ended in "es." He helped students 
recognize that the singular ended in s, sh, x, or ch. 
Constructivism and learner autonomy. It is interesting to see that even in a 
standardized and prescribed curriculum teachers were aware of constructivist learning 
theories, and they tried their best to incorporate the principles. Analysis of Lesson 6 of 
Unit 3 and its post-observation conversation illustrates teachers' efforts to adapt the 
prescribed curriculum in ways that they gave their students choices in what to learn 
and how to learn. Teachers in this study, whether consciously or sub-consciously, 
were implementing the principles of constructivism, such as cooperative learning, 
learning autonomy, and curriculum negotiation (Hill, Stremmel & Fu, 2005). Sally 
promoted cooperative learning when she encouraged her students who were working 
in pairs to produce only one book project instead of one for each student as suggested 
by the Teacher's Book. "That won't be cooperative learning. If each will produce her 
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own book why do they need to choose the same animal and why do they need to be a 
pair? I wanted them to cooperate and help each other," Sally explained. Leena 
extended the opportunity for curriculum negotiation by giving students a "say" in 
what and how to learn. She allowed students to decide if they wanted to work 
individually, in pairs, or in groups for the book project. She said that for students to 
enjoy what they were doing, they should decide how and with whom they wanted to 
work. Lastly, Hamed's decision to allow his students to write about anything on the 
animal they chose for their mini-book project was an example of free writing, free 
learning, open options, and more alternatives. 
Unchanged Aspects of Curriculum 
This section addresses the second part of the second research question: the 
aspects of curriculum that teachers did not modify and the rationale behind not 
making changes. For the purpose of this study, I gave each of the above rationales 
short generic titles under which I described and analyzed why teachers did not modify 
the curriculum. I supported my discussion with evidence from the four observed 
lessons and their post-observation conversations. Generally, teachers did not modify 
the curriculum when they thought that the materials met the following criteria: 
I. Motivation and interest: the materials were clear, easy, interesting, enjoyable, 
and motivating 
2. Schema and learning: the materials connected students' previous learning with 
the current activity 
3. Comprehension and interest: the materials suited students ' competency levels 
4. Design and presentation: the materials were well-designed 
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Motivation and interest. Some answers to the question of what teachers did not 
modify in the lesson and why seem to have a unified rationale: the materials were 
easy, interesting, enjoyable, and motivating. In the post-observation conversation for 
Lesson 6 of Unit 2, Asad had a similar rationale for not changing the listening and 
reading materials; he believed that "the materials were very interesting, especially the 
pictures, because they motivated students to read." This was reiterated by Hamed. "I 
did not change the materials because they are very enjoyable, and the accompanied 
pictures made the descriptions very easy to understand for most students," he said. 
Analysis of Lesson 12 of Unit 2 and its post-observation conversation showed 
that, like Sally and Leena, Hamed also thought that the prescribed materials were 
good, but he used different teaching methods. "I think the content of the activities was 
actually clear and enjoyable, so I did not change it. I mean I did not remove any 
materials, but I added some or modified the way of dealing with it or teaching it. I still 
asked students to do the activities suggested by the Teacher's Book and I think those 
are fine," he clarified. 
Schema and learning. Relevance and connection of the learning materials to 
what students learned earlier was a rationale Asad gave for not changing the warm-up, 
matching items to countries they came from. In the post-observation conversation for 
Lesson 12 of Unit 2, he said that students found it easy because they had learned those 
names of the items in earlier lessons. He also did not change Activity 2 and Activity 
3, where students were to complete sentences/words by making the plural form of the 
singular words. He said that those activities "were good follow up and practice 
activities that students can do at home." Similarly, in Lesson 6 of Unit 2, Sally stated 
that the writing activity, in which students wrote sentences about what they liked and 
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disliked, did not require any modification because " it was ok and they [students] 
could do it because they could use previous learning about animals, food, and school 
subjects." 
Comprehension and understanding. I have presented many examples of how 
teachers made modifications because they wanted to simplify the materials and 
activities so that they became more understandable for their students. However, 
teachers did not modify the prescribed materials when they believed that they were 
easy and clear, and that their students could comfortably follow and understand them. 
In the post-observation conversation for Lesson 12 of Unit 2, for example, Sally said 
that she followed the suggested materials and methodology because they suited her 
students' competency levels, and moved from easy to difficult. For the same lesson, 
although Leena brought her own materials, she still used the ones in the book for 
practice and consolidation. 
Analysis of Lesson 6 of Unit 3 and its post-observation conversation provides 
more examples. Except for Leena, the other three teachers (Sally, Hamed, and Asad) 
stated that they did not change the reading activity because it was at the right 
linguistic level of their students. They stated that the activity was not too long, and the 
pictures around the texts illustrated the meaning of the new words. In Lesson 13 of 
Unit 3 and its post-observation conversation Sally, Leena, and Hamed, stated that they 
generally did not change the prescribed materials because they were easy, 
understandable, doable, and interesting. Furthennore, Leena and Asad gave another 
rationale for not changing the materials for the reading activity and for the dialogue, 
respectively. They said that the pictures and illustrations that accompanied those 
materials helped students understand the activities. 
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Design and presentation. In the post-observation conversations of Lesson 12 
of Unit 2 and Lesson 13 of Unit 3, teachers pointed out that the curriculum was well-
designed and well-presented. In lesson 12 of Unit 2, Sally said that she followed the 
suggested materials and methodology because they suited students' level and moved 
from easy to difficult. In Lesson 13 of Unit 3, both Sally and Hamed thought that the 
materials were well-designed and moved smoothly from easy to difficult and 
integrated a number of language skills. Teachers repeatedly said that they appreciated 
the design of the curriculum, the variety in the topics included, the supporting 
materials, and the step by step guidance provided by the Teacher' s Book. 
Conclusion 
It became clear from the four lessons I have analyzed that most of the changes 
and modifications that teachers did were in the methodology, how to teach the 
prescribed materials, with some additions, deletions, or re-sequencing of steps, and so 
on. They appeared to strive to preserve the prescribed materials and teach as much of 
the content as possible. Even when they brought their own materials and used their 
own teaching methods, they still assigned the prescribed materials as homework or 
left it as a warm-up for the following lesson. In the following chapter, Chapter 5, I 
summarize these findings and discuss them in terms of their implications for the 
Omani English language curriculum. 
86 
CHAPTER 5 
IMPLICATIONS AND RECOMMENDATIONS 
The purpose of this study was to investigate the English language curriculum 
in Grade 5 for the Omani government schools. Specifically, the study sought to 
answer the following questions : 
l . What is the prescribed English language curriculum for Grade 5 for the 
Omani government schools? 
2. To what extent does the taught English language curriculum for Grade 5 
reflect the prescribed curriculum? Specifically, why do or do not teachers 
adapt the prescribed curriculum? If they do, how do they do it? 
3. What implications does the relationship between the prescribed and the 
taught curriculum have for the English language curriculum in Oman? 
In Chapter 4 (Analysis and Discussion), I answered research questions one and 
two. I first described the English language curriculum for Grade 5 for the Omani 
government schools. As mentioned in Chapter 4, in the section Description of Grade 5 
Curriculum, the English language curriculum for Grade 5 (English For Me) adopts a 
task-based, student-centered, integrative, and functional approach to language 
learning. In other words, students learn by doing; the learning materials are presented 
in various interesting activities so that students actively participate while they learn 
the language. 
Language skills and learning strategies are presented interactively. Unlike the 
traditional way of teaching a language in which, for example, a speaking skill is 
introduced and practiced separately, each lesson of the English For Me requires 
students to use and practice a number of language skills in the same lesson. In Lesson 
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13 of Unit 3, for example, the main activity was that students conducted a survey 
about the activities their peers could or could not do. In order to do this, students 
collected the information from their peers by talking to them (speaking skill and 
listening skill). When they had filled in their survey charts, they then wrote sentences 
about their peers (writing skill), and finally talked about what their peers could or 
could not do (speaking skill). The functional approach to the curriculum presents the 
learning materials and the activities in meaningful contexts that students can relate to 
their everyday lives. Thus, they see a purpose in learning English. English For Me 
adopts these approaches so that language learning becomes as natural and low-stress 
as possible. 
I then analyzed and discussed the extent to which the prescribed curriculum 
was realized in the classroom by describing the adaptations that teachers made to the 
prescribed materials and the various rationales they gave for their decisions. I also 
discussed the materials that teachers did not change and the reasons they provided for 
not changing those materials or steps of the lesson. 
In this chapter, I address the third research question: What implications does 
the relationship between the prescribed and the taught curriculum have for the English 
language curriculum in Oman? I will summarize the findings in Chapter 4 and discuss 
them in tenns of their implications for the Omani English language curriculum. I will 
reiterate the modifications discussed in Chapter 4, with a short description of each, 
followed by a statement of the possible implication(s) for such modification. I 
conclude with a recommendation for the Ministry of Education regarding how to use 
these findings to improve the English language curriculum. I first start with the 
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aspects of the curriculum that the teachers modified and then move on to the ones that 
they did not modify. 
Implications for Modified Aspects of Curriculum 
Effective Warm-up 
Description. Each lesson in the English For Me curriculum typically starts 
with a warm-up activity related to the lesson topic. The effectiveness of this warm-up 
activity and its usefulness were evaluated by all four teachers in this study. Each 
teacher, in each of the four lessons s/he taught (except Hamed in Lesson 3 of Unit 6) 
either made a change to the way s/he taught the prescribed warm-up activity, replaced 
it by another warm-up, or completely skipped it. Teachers evaluated the first activity 
of each lesson against their students ' linguistic competence, its relevance to the topic 
of the lesson, and time. If they thought that it was too difficult, they simplified it. 
When they felt that it did not introduce students to the lesson or was not motivating 
enough, they added their own warm-up and then continued with the first activity 
prescribed by the curriculum. If they were worried about not having enough time for 
the rest of the activities, especially when reading and writing were involved, they 
skipped it. 
Implications. These findings showed that some of the prescribed introductory 
activities in the lessons observed for this study were not effective enough to motivate 
and/or introduce students to the topic of the lesson. 
Recommendation. Evaluate the effectiveness of the introductory activity in 
each lesson of the curriculum. Ensure that it connects to the topic or theme of the 
lesson, and that it is simple and motivating. Where possible, give alternative warm-
ups from which teachers may choose. 
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Content vs. Time 
Description. All teachers in all four lessons did some modification to save 
time for certain steps in the lesson they considered more important, such as reading 
and writing activities. Teachers also reported that some of the readings were very 
challenging because they were too long and contained complex vocabulary. In fact, 
most of the time teachers taught the lesson over two periods to provide more time for 
the steps of the lesson. 
Implications. There was strong evidence that there is an imbalance between 
the teaching time available for teachers and the content to be taught in one lesson. 
Adaptations that the teachers made also suggest that the length and complexity of the 
readings are beyond their students' competency level. Feedback from teachers also 
indicated that five units with 15 lessons in each is too much content to finish in one 
semester. Teachers said that they can hardly reach the last unit, Unit 5, of the 
curriculum because there are too many steps in each lesson. 
Recommendation. Establish more balance between the amount of content to 
be taught in one lesson and the actual teaching time available for teachers. Consider 
the reality that the actual teaching time is different from the officially designated 40-
45 minutes because some of this time is lost in getting students to settle down, pay 
attention, take out their books, open to the right page, and so on. Furthermore, reduce 
the length and complexity of the reading texts. Most of what is considered "recycled 
vocabulary" in these texts is actually either new or has been long forgotten by 
students. Also, reduce the number of units to a maximum of four instead of five, and 
have fewer lessons in each unit, possibly IO instead of 15. 
90 
Curriculum Prioritization 
Description. Teachers demonstrated skills in evaluating the curriculum content 
that they taught for each lesson. They confidently made decisions regarding what to 
focus on and which steps should receive less or more emphasis. They always looked 
at the objectives of the lesson, considered the level of their students, and decided 
accordingly on the teaching materials and methodology that would best suit their 
students. 
Implications. Even with a standardized system, teachers still make decisions 
based on the teaching context. The curriculum, therefore, should encourage teacher's 
creativity through curriculum prioritization and adaptation . 
Recommendation. Provide in-service workshops on curriculum prioritization 
and adaptation. Include a section in the Teacher ' s Book that provides suggestions and 
examples of how a certain lesson can be adapted and how teachers should judge what 
is central and what is supplementary in each lesson. Currently, the intended learning 
outcomes/objectives are provided only at the beginning of the unit. Indicate to 
teachers where those objectives appear in each lesson. 
Motivation and Interest 
Description. Stimulating motivation and maintaining a low-stress learning 
environment were rationales for a number of modifications that teachers made. 
Teachers were aware of the fact that young learners have short attention spans, and 
they could lose interest easily. Teachers, therefore, made adaptations so that the 
activities were inviting and enjoyable, and their students felt comfortable with what 
they learned. 
Implications. Motivation is key to active learning, especially to second 
language learning (McCombs, 2007). English For Me curriculum should provide 
additional less-stress and motivating activities, as well as interesting methods of 
teaching those activities. 
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Recommendation. Review the changes that the teachers in this study made to 
make their lessons more interesting. Involve teachers in focus group discussions to 
revise all activities in the curriculum so that they provide maximum motivation to 
students. 
Discovery and Experiential Learning 
Description. As part of their awareness of constructivist education, teachers 
wanted students to try, explore, and discover what they learned before the teacher 
explained it. This was especially true for teaching grammatical rules, such as forming 
the plural of nouns. Teachers also encouraged students to think and to take risks, as 
well as work in groups. Teachers believed that when students worked in groups or 
pairs they felt more secure because they helped each other. 
Implications. English language curriculum should include more inductive and 
cooperative learning activities during which students work together in groups or pairs, 
and are guided to discover what they are supposed to learn. When students take risks 
and discover learning, they have better chances of retaining what they learn and 
applying it in future contexts. 
Recommendation. Revise materials and activities so that they encourage 
students to think, try, and express what they think before the teacher explains the 
target rules and language structures. Include more cooperative activities, especially 
the projects that students have to do in alternate units. Revise the current activities so 
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that students not only discuss the rubrics in groups, but also carry out the actual 
activities in groups or pairs. Increase interaction by structuring most of the activities 
as group or pair work and assign the individually done activities as homework. 
Comprehension and Understanding 
Description. Hamed said, "I wanted to make sure that they knew what they 
would be singing and not just parroting without understanding." Teachers made 
modifications to ensure students' understanding of the materials. They used pictures, 
flashcards, overhead projector, miming, games, realia, gave examples, and so on, to 
facilitate materials so that they were more comprehensible to their students. To check 
understanding, teachers elicited examples from students and asked them to justify 
their responses. 
Implications. English language curriculum should be built on the premise that 
what is comprehensible to some students may not be so to the others. Hence, 
curriculum materials should be flexible enough for teachers to adapt according to the 
linguistic levels of their students. 
Recommendation. Make materials and activities flexible for teachers to adapt. 
For each lesson, or at least for each unit, provide alternatives, options, and various 
ideas from which teachers may choose. Make the methodology (how to teach the 
materials) less scripted to allow for teachers' creativity in modifying the curriculum 
so that it becomes more understandable for their students. 
Constructivism and Leamer Autonomy 
Description. Though limited by the materials and methodology prescription, 
teachers tried their best, given the time factor, to implement the constructivist concept 
of autonomy in their teaching. When possible, they gave their students choices in 
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what and how to learn . For example, they allowed their students to choose to do 
projects individually, in pairs, or in groups. They also gave students opportunity to 
decide on what animal to write about. In other words, they showed examples of 
curriculum negotiation where students are given opportunities to decide what and how 
to learn. 
Implications. It is true that formal learning should not be an ad hoc activity, 
and it should implement curriculum guidelines and learning goals. The constructivist 
approach, however, may not contradict this requirement. Curriculum can be outlined, 
but at the same time, it may give teachers and students some freedom in choosing 
what and how to learn, provided that they meet the learning goals set by the 
curriculum. 
Recommendation . Continue providing teachers with curriculum guidelines, 
materials, leaning goals/outcomes, and so on, but give them some freedom to evaluate 
the prescribed materials and teaching methods, choose from them, modify them, and 
design new ones. Conduct in-service workshops, and provide guidance on how to be 
creative in teaching, but at the same time, achieve the general educational aims and 
specific learning outcomes outlined by the curriculum. 
Implications for Unchanged Aspects of Curriculum 
Motivation and Interest 
Description. Indeed, though teachers made many changes when they taught 
the prescribed curriculum, and some of those changes were made in order to create 
motivation and increase interest in the lesson, they still stated that the curriculum had 
many motivating and enjoyable activities which they did not need to adapt. Teachers 
did not adapt those materials that they considered clear, easy, interesting, enjoyable, 
and motivating. 
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Implications. Curriculum writers should closely examine the type of activities 
teachers did not change, analyze the motivational features those activities had, and 
replicate them when appropriate. 
Recommendation . Continue to include more of those types of activities that 
teachers considered to be motivating and interesting. 
Schema and Learning 
Description. Schema is the amount of previous knowledge somebody has 
when discussing or learning a particular topic. Connection to what students knew, to 
their schemata, was a reason for teachers not to change some learning materials 
because they felt that they connected students' previous learning with the current 
activity. 
Implications. When new learning materials connect to previous knowledge, 
learning becomes easier and faster because students will use their knowledge and 
skills to understand what they are learning. When students feel that they know 
something about the topic being discussed they become more motivated to learn as 
they want to add to what they already know. 
Recommendation. Revise all the lessons and materials of the curriculum and 
check for possibilities to incorporate a learning approach based on schema. In each 
lesson, include an activity that connects to what students studied previously, and 
indicate to teachers and students where that information comes from. 
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Comprehension and Understanding 
Description. Again, teachers do not change some materials for the same 
reasons that they adapt others. The section above, Implications for Modified Aspects 
of Curriculum, discussed how teachers modified the curriculum to make the materials 
more comprehensible and suit their students' levels. Teachers did not make any of 
those modifications when they thought that the materials were understandable for 
their students. 
Implications. Clarity of the learning materials and their suitability to the 
students' linguistic competence make those materials understandable which, in turn, 
will increase motivation and interest in learning. Curriculum should, therefore, 
evaluate the comprehensibility and understandability of learning materials. 
Recommendation. Redesign materials and activities so that they are adaptable 
by teachers who can then adjust them to suit the level of their students' competence 
and understanding. Provide more reinforcement and practice activities that teachers 
can choose from to check and consolidate understanding of materials. 
Design and Presentation 
Description. Teachers mentioned four other related reasons for why they 
generally did not modify the content of the curriculum: the curriculum was well-
designed and well-presented. They elaborated that it was because the curriculum 
integrated several language skills within a lesson, and that it was visually supported 
by illustrations and pictures, and moved gradually in terms of difficulty of activities. 
Implications. Teachers did think highly of the curriculum. The good design 
and presentation of the curriculum were two strengths that teachers always reiterated 
during the post-observation conversations. They repeatedly stated that they mostly 
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made adaptations to the way they taught the curriculum or added new materials to the 
ones prescribed, and that they rarely changed the content of the curriculum. 
Recommendation. In future revisions of the current curriculum or for new 
curricula, ensure that the skills integration approach continues. Build more flexibility 
into the curriculum and provide teachers with guidance about how to adapt the 
prescribed materials and methodology to suit their individual teaching contexts. 
Conclusion 
The purpose of this study was to investigate the English language curriculum 
in Grade 5 for the Omani government schools. Specifically, the study sought to 
answer the three main questions below. In conclusion to my study, I will summarize 
the responses to each of the study research questions as follows. 
What is the prescribed English language curriculum for Grade 5 for the Omani 
government schools? English For Me Grade 5 is the first level of the English 
language curriculum for children in the second cycle (Grades 5-9) of the Basic 
Education schools system in Oman. The first cycle consists of Grades 1-4. English 
For Me Grade 5 consists of five units: Unit 1 (Welcome back to English), Unit 2 
(Kids like us), Unit 3 (Growing up), Unit 4 (Getting dressed), and Unit 5 (Going 
places). Each unit is divided into 15 lessons, and each lesson consists of 4-6 steps. 
Each unit of English For Me Grade 5 is structured around a topic area that provides 
various and varied opportunities for learning and using English through integration of 
language skills/elements, such as listening, speaking, reading, writing, grammar, 
spelling, punctuation, phonics, vocabulary, and so forth. To maintain motivation and 
interest, the topics and the materials have been chosen on the basis of their relevance 
to the age group rather than determined by language skills, such as speaking, writing, 
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and so on. In addition, games, songs, stories, and puzzles are key features of the 
curriculum. Furthermore, alternate units have either a story or a project. Stories are 
meant for pleasure and enjoyment. Projects give students a chance to personalize what 
they learn and to work on something they like to improve in their free writing skills, 
as well as develop cooperation and self-evaluation skills. 
To what extent does the taught English language curriculum for Grade 5 
reflect the prescribed curriculum? Specifically, why do or do not teachers adapt the 
prescribed curriculum? If they do, how do they do it? The taught curriculum reflects 
the prescribed curriculum to a large extent in terms of content. The data analysis 
showed evidence that most of the changes and modifications that teachers 
implemented were in the instructional methodology, how to teach the prescribed 
materials, with some additions, deletions, or re-sequencing of steps, and so on. They 
always tried to preserve the prescribed materials and teach as much of it as possible. 
Teachers generally adapted the curriculum to address: 
1. Effective warm-up: involve students in a more effective warm-up 
2. Content vs. time: modified or skipped materials to save time 
3. Curriculum prioritization: prioritize the materials in order to achieve the main 
objectives of the lesson 
4. Motivation and interest: adapted materials to increase students ' motivation and 
interest in the learning materials 
5. Comprehension and understanding: adapted materials so that students would 
have better understanding of the materials 
6. Discovery and experiential learning: adapted materials to encourage students 
to discover rules through experiential learning 
98 
7. Constructivism and learner autonomy: encouraged students to take part in their 
learning 
On the other hand, teachers did not modify the curriculum when they thought 
that the materials met the following criteria: 
I . Motivation and interest: the materials were clear, easy, interesting, enjoyable 
and motivating 
2. Schema and learning: the materials connected students' previous learning with 
the current activity 
3. Comprehension and understanding: the materials suited students' competency 
levels 
4. Design and presentation: the materials were well-designed 
What implications does the relationship between the prescribed and the taught 
curriculum have for the English language curriculum in Oman? Several implications 
and recommendations were drawn from the findings of the study, such as the need to: 
1. Reduce the amount of content to be taught in comparison to the actual 
teaching time available to teachers 
2. Build flexibility into the curriculum by providing alternative materials and 
teaching methods for teachers to choose from to suit their teaching contexts 
and students' level 
3. Continue with the current successful design and presentation of curriculum 
4. Continue with current skill integration approach to teaching and learning of 
English as a second/foreign language 
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APPENDIX A 
SUMMARY OF CLASS OBSERVATION FOR LESSON 6 OF UNIT 2 
Steps of Lesson 6 of How it was tau rht by the teacher 
Unit 2 Sally Leena Hamed Asad 
(As prescribed by 
the Teacher's Book) 
Teacher gets ready Teacher did not Teacher did not Teacher said that Teacher did not 
country word cards, prepare the prepare the cards he would prepare plan to play the 
one for each group. cards because because she did the cards today for game. Teacher 
she did not not plan to play tomorrow's class commented, "I 
plan play the the game (see because this step knew I would 
game (see last last step of the would be taught not have 
step of the lesson) tomorrow and enough time 
lesson) only if time for the reading 
allowed. activity, how 
could I plan to 
play the game 
with them?" 
Step 1: Teacher did not Teacher did not Teacher extended Teacher 
ask students to do the "Do this warm-up replaced this 
a. Skill Book page think of actions you .. . ?" song. activity. First, activity with 
15. Teacher says to go with the She used a before asking what he calls 
"Look at page 15 song. She different warm- them to listen to the "greeting 
of your Skills simply played up activity the song, he show" in which 
Book." Students the song and where groups elicited what he asks them 
listen to "Do asked students had to make as students knew how they are 
?" . . you... song, JOm to sing. The many words as about the pictures what class they 
in with words and Teacher' s Book they could from that represented are in, how old 
point to the suggests that the letters they the activities they are, where 
pictures. Teacher students fi rst had in their mentioned in the they live. 
encourages think of actions envelopes. song. "I wanted to Students 
students to work to go with the make sure that replied 
in groups to create song. Teacher Teacher said that they knew what chorally. Then 
actions that go said that she "students in this they would be they sang the 
with the song. did not do this class need more singing and not ABC chant, 
Teacher plays the because she time for just parroting and finally 
song again and didn't want to vocabulary and I without pointed to 
students sing and tum thi-s fun think this understanding," classroom 
do the actions warm-up into a activity can teacher said. objects as the 
they created. chore for serve both as a teacher named 
students. She warm-up and a Additionally, after them. Teacher 
said it was game for students sang the said that ''this 
better that they revising some of song and did the warm-up takes 
looked at what the vocabulary actions, teacher less time and is 
actions she did they learnt in the asked volunteers better because 
whi le singing past. By asking to come up to the students can 
and joined her. them to work in board and ask revise the 
groups and come questions like "Do alphabet, 
up with words, you like questioning 
students would [ swimming]?" and answering 
remind Students answered and classroom 
themselves of "Yes, I do" or language and 
what words they ''No, I don't." vocabulary." 
knew, and I Teacher explained 
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could check the that he "wanted to 
spelling and link the warm-up 
capital letters." activity with the 
next activity." 
Teacher also 
said that she 
"wanted to start 




use songs as 
warm-up and 
this could be 
boring for some 
students to have 
the same type of 
activity every 
time." 
Step 2: Activity 3 on Teacher taught Teacher taught Instead of 
page 17 of the the activity this activity as the asking students 
a. Skills Book page Skills Book - differently. Teacher's Book to read and 
17-Activity 3- A Step 2 of the Teacher first suggests except discuss in 
student reads the lesson, the wrote on the that he did not groups what 
rubric aloud. In writing about board the two write examples of would be 
groups, students what students words: likes and "I like ... " and "I doing, teacher 
read and discuss liked and did dislikes. After don ' t like .. " on the went straight 
the instructions not like, was eliciting the board. This was on explaining 
for the activity, planned and meaning, she done at the end of what the 
and then a taught gave students the first step when activity was 
volunteer explains according to pieces of paper teacher linked the and gave two 
the activity. what the that has warm-up with this quick examples 
Teacher's Book incomplete activity . on the board 
suggests except sentences: "I and asked 
b. Teacher elicits that teacher did like ...... " and "I "I did not have to students "Do 
topics represented not ask a don 't like .... . " do write examples you understand 
by each picture in student to read Students worked because students what you are 
Activity 3 on page the rubric aloud in groups, already gave going to do?" 
17 of the Skills until they have completed the examples and Students said 
Book: food, discussed the sentences and knew what they "yes" and 
animals, and activity in their then shared their should be doing," started doing 
school subjects. groups. T. work with the Teacher said. the activity. 
justifies that rest of class. "This was an 
she wanted Teacher then The teacher also easy activity 
c. On the board, students to be asked students to did not do the last and most 
teacher gives feel more do Activity 3 on part of this students knew 
example of "! like comfortable by Page 17 of Skills activity, what they were 
[fish]. I don't like discussing in Book at home. reminding going to do. I 
[pizza]." groups before a "I needed to students to write tried to cut 
student can make sure more sentences down on steps 
volunteer to students for homework in suggested by 
d. Students write read aloud. understood what their portfolio. the Teacher' s 
similar sentences ' likes' and Teacher said that Book to save 
about what they ' dislikes' meant, instead he "would time for the 
like and don' t like Teacher did not and by be asking them to next activities, 
teach the discussing it on finish the reading the listening 
e. Students show portfolio the board I could texts at home as and reading of 
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their work to a activity, where see who was class time texts," 
friend for she was following and wouldn't be explained the 
feedback for supposed to who was not. 1 enough." teacher. 
capital letters, full remind think that 
stops, correct students to completing the Apart from the 
verbs, etc. write more sentences on the above 
sentences at pieces of paper modification, 
home about motivated them teacher 
f. A volunteer from what they liked more than followed 
each group reads and did not completing the exactly the rest 
out their like. Teacher sentences in of the steps. He 
sentences. said she would their book. To did remind 
ask them to do create variety, I them of the 
so next lesson always try to portfolio 
g. Teacher says: and that today bring them homework. 
Look at the little she wanted to things to do that 
figure at the save time for are similar to 
bottom of the the next what' s in the 
page. Students activity , the book." 
read instruction reading of 
text. Teacher texts. 
reminds them of 
Portfolio Pete. 
Students read and 
discuss in groups. 
Then a volunteer 
explains the 
activity . Students 




what they like and 
don't like to do. 
Step 3: Teacher Teacher skipped Teacher amended Teacher taught 
changed the Activity I and the activity; he the activity as 
a. Class Book last step of started with a paused the tape suggested by 
page 16-Activity this activity. 
modified version after each text and the Teacher's 
I.Teacher says: of Activity 2 asked student Book. I 
"do you like Instead of (the reading some wh- thought the 
learning about playing tape texts) on page I 7 questions about teacher spent 
other children?" 2.8, teacher of Class book. the information too much time 
Students talk decided to After eliciting mentioned in the (almost 10 
about what they play tape 2.7 what students text, such as the minutes) on 
like finding out again and could see in the name of the child, introducing the 
about other 
give student 
pictures, teacher where they came activity and 
children. Good distributed from, where they asking students 
activity to revise another laminated lived, etc. "I know about what 
vocabulary learnt chance to reading cards. the main activity they could see 
in Grades 1-4. listen to the Each group is the reading in in the pictures. 
texts. She received one activity 2 but I "Maybe I spent 
justifies that reading card that thought I could a little bit more 
b. Teacher plays it was more had one of the also use the time on it but I 
tapescript 2.7 . 
useful to give 
five reading listening part in a think that made 
Students listen texts in activity more effective students know 
and read silently. them another 2 on page 17 of way that most of the 
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Teacher tells chance to Classbook. mentioned in the content of 
students that it's listen so that Teacher also Teacher's Book. I those texts and 
ok if they don't they learn gave each group am planning to do so they felt 
understand every 
how words 
one question the reading part more 
word. about the text tomorrow. One comfortable 
should be they had to read . period is not and confident 
read . Teacher Teacher did not enough for this with the 
C. Teacher plays also paused ask students to lesson." listening and 
tapescript 2.8. tape and read all the ti ve reading parts," 
Students listen to asked simple texts but each teacher 
the names of the questions to group had only 
justified. 
people and say 
check if 
to read one text. 
which picture it She asked 
is. students students to write 
understood. down the 
questions in 
activity 2 (page 
Step 4: A major 17 of Classbook) Teacher planned After eliciting 
change in the and their to do this activity from students 
a. Class Book way this answers in their tomorrow. which question 
page 17-Activity activity was exercise books Teacher barely went with 
2. Teacher says: taught! Instead for homework . finished the which 
" Look at activity of all students listening part, i.e. picture/text, 
2 on page 17 of read all five "Though the activity I above. teacher told 
your Class Book." texts and listening to the Teacher explained students "in 
Students read answer all the texts read by the that " tomorrow I your group, 
rubric in groups, questions, tape could be will ask each look at the 
discuss, and a teacher divided useful to group to read at questions and 
volunteer explains the texts among develop least two of the read the texts 
the activity (Read, the groups so pronunciation, I five texts and quickly. Don't 
Discuss, Explain). that each group wanted to focus answer the spend too much 
read only one on the main aim relevant questions. time; just try to 
text and of the lesson: If a group had find the 
b. Teacher says: answered the reading and more time they answers. Ok? 
"Look at question question that understanding of can read more We don't have 
I. Who is relate to that longer text. I texts. At the end I much time. Ok 
question I reading text. also know that will ask groups to start now." 
about?" Students When done, time would not share their 
say the name instead of be enough for answers to the In less than I 0 
(Steven). Teacher doing the extra students to read questions in a minutes teacher 
writes number activity on the all the five texts, whole class elicited 
and name on quayside of so I prepared the discussion." answers. Not 
board. (same CBI7, T. asked laminated many students 
procedure for groups to read reading texts. seemed to have 
questions 2-8) . another text of When groups finished, and 
their choice. had one text to answers came 
"Reading concentrate on, from few 
C. Students read in another text students felt students. 
pairs and answer will improve more 
the questions. their reading comfortable and When I asked 
Then they discuss skill more than motivated to teacher about 
answers in their doing the read. They his feedback on 
groups. Finally; quayside helped each this activity, he 
Teacher elicits activity which other to said "What 
answers, an they can do as understand their could I do? I 
answer from each homework," T. texts. I think that know they need 
group. explained. was better than more time but 
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forcing them to we had only 
finish five about 15 
d. Students who When 1 asked texts." minutes. 
finish the activity the teacher Anyway, this 
above can work about the can be good for 
on the extra rationale them to 
activity on the behind this develop skills 
quayside of on change, she like skimming 
page 17 of Class gave a number for general 
Book. of reasons. She information 
stated that five and scanning 
texts were too for specific 
much for detai ls." 
students given 
the short time 
of the lesson. 
She said that it 
felt like 
students are 
treated like first 
language 
learners of 











they are faced 





readings to 1 so 
that students 
would have 
plenty of time 




I asked if this 
was the case 
with all reading 
texts in the 
curriculum, and 
she replied 
"most of the 
texts are longer 
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texts and 
students do not 
have enough 
time to finish 
them within the 
lesson. Many 












taught Grade 4 
and I can see a 
huge gap 
between Grade 
4 reading texts 
and Grade 5 
reading texts. 




Step 5: Teacher did not Teacher did not According to the Teacher did not 
do this because do this activity teacher, he may plan to play the 
a. If time allows, all time was because all the teach this game because 
Teacher plays the given to time was spent tomorrow if time he knew he 
l, 2,3, Go game, students to read on the reading allows. He said would not have 
where group as many of the activity. that mostly likely enough time. 
representatives texts as they there would not be 
race to the board wanted. "This "They have time as students 
to locate on the could be a enough games to would be doing 
map a country warm up for play now and the reading texts. 
given to them by next lesson. I then. How can 
the teacher. wanted to make spend time 
sure that playing a game 
student had the game when I 
sufficient time know that they 
to improve need more time 
their reading to do the 
skill," teacher readings? I did 
justifies why not plan to do 




SUMMARY OF CLASS OBSERVATION FOR LESSON 12 OF UNIT 2 
Steps of 12 of Unit 2 
How it was taught by the teacher 
(As prescribed by the 
Sally Leena Hamed Asad 
Teacher' s Book) 
Step 1: Before teacher Teacher did a Not much Teacher taught 
started this huge adaptation modification the activity as 
a. Teacher says to matching to this lesson. was done; suggested by the 
students "Look at activity, she She brought her teacher taught Teacher's Book 
page 13 of your played a game own materials the activity as without any 
Classbook." 
for warm-up. and used her suggested by change or 
Teacher said a own the Teacher's modification. 
b. Teacher elicits 
letter; students methodology to book, except at Teacher said," I 
thought of a teach the lesson. step g. Teacher think it was a 
number of pictures; name, an She removed did not let good warm-up. 
writes 1-8 animal, and a step 1 in the students to Students liked 
vertically on the thing that started Teacher's Book discuss and matching the 
board. with that letter. (matching items complete the items with the 
Teacher wrote to countries they task in their countries. It was 
c. Students number answers on come from), did groups. He easy for them 
pictures in Class board. Activity 1 on simply elicited because they 
Book. page 22 of the the answers 
have already 
Next was the Skills Book immediately learnt those 
d. Teacher elicits matching 
(listening to the after giving an items and it was 
where picture 1 
activity. It was tape) to support example. a kind of 
taught as her own Teacher revision and a 
comes from . suggested by the materials, and "wanted to warm-up at the 
Students can look Teacher's Book. assigned start the main same time." 
at pages 16 and 17 Activity 2 and activities for 
of Class Book for Teacher did one Activity 3 on today because Although not 
help. Teacher extra thing that page 22 of the that was just a mentioned in the 
writes Mongolia 
accelerated Skills Book as warm-up" and Teacher's Book, 
students' homework. he didn't want teacher did stress 
next to no 1 on understanding of to make it too the need to have 
board. what was to be "I do not see long for a capital letter at 
done. Teacher how the students. the beginning of 
e. Teacher says to held up the two matching names of 
students "Look at books, Skills activity relates courtiers. I asked 
page 15 of your Book page 15 to the theme of the teacher why 
Skills Book." and Class Book the lesson, he had that small 
Teacher page 13 , and put understanding addition to the 
the two friezes and using 'es' to activity and he 
encourages side by side as make plural said that "many 
students to name she explained to nouns. students write 
the countries in the students how to Therefore, I small letters and 
frieze of page 15 of match the decide to save I thought this 
Skills Book. pictures on one that time and was a good time 
frieze to the have a different to emphasize the 
f. Teacher country names warm-up that capital letter." 
demonstrates how on the other introduces 
to match the 
frieze. students to the 
topic of the 
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pictures in the lesson." That 
frieze of page I 3 of was the rationale 
Class Book with teacher gave for 
the countries in the 
not teaching the 
frieze of page 15 of 
matching 
activity 
Skills Book by suggested by the 
numbering the Teacher's Book. 
countries 1-8. 
Teacher writes no I Teacher did not 
under Mongolia on do this activity. 
page 15 of Skills 
Instead she 
greeted class 
Book as example. and asked 
individual 
g. Students complete students how 
the task by working many brothers 
with other and sisters they 
members in their had. Teacher 
group. wrote on the 
board some of 
h. Teacher elicits the answers, 
answers by asking 
e.g., Mona has I 
sister, Nasir has 
"Picture I is from 2 sisters. 
Mongolia, where is Teacher circled 
picture 2 from?" the "s" and 
Teacher writes reminded 
answers on the students of the 
board and corrects rule of adding 
pronunciation of 
"s" to make 
plural. 
country names: 
Mongolia, France, Teacher thought 
Tanzania, Mexico, that "students 
the USA, Oman, were motivated 
China and Spain. to talk about 
their brothers 
and sisters and it 





activity. It was 
also a good 
introduction to 
the topic for 
today." 
Step 2 (Activity 1 on Teacher started Before doing Teacher Before asking 
page 22 of the Skills the activity by this activity, introduced the students to look 
Book): checking if teacher asked topic at Activity 1 on 
students knew group leaders differently page 22 of the 
a. Teacher says to anything about (there were five than the Skills Book, 
students: "Look at 
singular and groups) to Teacher's teacher 
plural nouns. "I collect an Book suggests. introduced the 
page 22 of your wanted to see envelope each. He took a pen concepts of 
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Skills Book." how much they in his hand and singular/plural 
knew and to Each envelope asked students by holding a 
b. Activity I, page 22 build on their had a number of "what's this?" pencil and asking 
of Skills Book. knowledge. pictures that Students "what's this?" 
Teacher asks There is always represented answered "a Students replied 
students to look at 
somebody who singular nouns, pen." He then "pencil/a pencil." 
prepared for such as: a took a number Teacher took 2 
the tummy of class and wi ll brush, a box, a of pens and pencils and 
Robby the robot. help me sandwich, a fox. asked "what asked ''what are 
Teacher reads out introduce the Teacher asked are these." these?" Students 
the words activity," groups to look at Students said "pencils/two 
"Spelling" and teacher said the pictures they replied "pens." pencils." Teacher 
"Plurals." Teacher when I asked had . Each 
wrote on the 
says "Today we are 
her why she did student in a On the board board two 
not start by group had one he wrote two columns: 
going to learn more asking them to picture. columns: Singular-plural. 
about spelling look at the book. singular- Under them he 
plural words in In the meantime plural. Under wrote: 1 pencil-2 
English." Teacher then teacher wrote on singular he pencils, I book-2 
followed all the one half of the wrote a pen; books. 
c. A student reads steps as board two under plural he 
aloud the rubric prescribed by columns: wrote pens and Teacher then 
"Read, listen and 
the Teacher' s singular (only underlined the used other nouns 
Book till she one) - plural "s." Next he that had s, sh, ch, 
think." reached step k (more than one). elicited that we or x endings and 
where she was On the other add "s" to asked more 
d. Teacher reads supposed to half, she make the questions. For 
aloud the explain the rule randomly stuck plural. example, teacher 
information text of adding "es" singular and took a tooth 
"Singular means to make the plural words the Next, teacher brush from his 
only one. Plural plural, so that corresponded taught the bag and asked 
means more than student would with the pictures activity "how many 
one." 
then complete student had, e.g., suggested by brushes?" as he 
the activity by brush, brushes, the Teacher's held one brush in 
e. Teacher reads 
writing down box, boxes, Book except his hand. He 
the rule. Instead, sandwich, for a small asked the same 
aloud the teacher asked sandwiches, fox, modification question holding 
instruction text them to look at foxes. in steps k and two brushes in 
"Read these the two groups I. Teacher did his hand. 
sentences and then of words on the Teacher first not explain the Teacher wrote 
write the rule." board, singular asked each rule as down students' 
and plural, and group member suggested by answers on the 
f. Students read elicited the rule to name the the Teacher's board under the 
silently. 
from them picture they had. Book but he right column. 
instead of giving elicited it form 
g. Teacher says to 
it to them. Teacher then students by Teacher then 
Teacher justifies said "brushes asking them followed the 
students: "Listen that "I think stand up." All what pattern steps of Activity 
and read silently when students students who they could see I on page 22 of 
with the tape." think and had the picture in the plural the Skills Book. 
Teacher plays the discover the of a brush stood words that 
tape 2.12. rule, they will up. ended in "es." At the end of this 
remember it He helped task, after 
h. Teacher says to more than if I Teacher asked students students wrote 
students as he plays give it to them." "how many recognize that down the rule, 
the tape for the 
brushes do we the singular teacher 
have?" students ended ins, sh, encoura2ed 
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second time said "three x, or ch. When volunteers to 
"Listen, read and brushes ." students read out the 
repeat with the understood the sentences. 
tape. " Teacher 
Teacher asked a rule, they 
volunteer to find wrote down I asked the 
pauses tape after the word the rule (step teacher why he 
each sentence for "brushes" on the I) . Teacher did required them to 
students to repeat. board and put it not need to read out the 
(This listening under the plural elicit answers sentences when 
activity gently column on the because they were 
sensitizes children second half of 
students already done 
to the / iz/ ending of 
the board. already knew with the activity. 
the rule. He said, "for 
these "es" plural Same procedure Teacher three reasons: 
words.) was followed commented one is to double 
until all the that he check that they 
i. Teacher writes on pictures were "think[ s] there understood the 
the board Singular named and a lot of rule. Second was 
- Plural. Students counted. repetition in to practice 
read aloud the Singular words the steps in reading short 
sentences. 
were put under Teacher's sentences that 
singular column Book. It asks has plural nouns, 
j. Teacher writes the 
and plural words me to explain and third to 
under plural the rule [in make sure that 
singular words column. step k] and they pronounce 
under Singular and then later elicit the /izJ sound for 
the plural words Teacher circled the answer [in the 'es' suffix." 
under Plural. the "es" in all step l]. The 
Teacher underlines the plural words answer is the 
the suffixes "s" and on the board. same rule I 
"es" in the words 
She then elicited already 
from students explained." 
above. the rule and why 
k. Teacher points to 
they added "es" 
not "s" as they 
the words on the had learnt 
board and explains before. In the 
that for most nouns post-observation 
we add "s" to make conversation 
the plural but for 
teacher said "I 
asked them to 
some words (those think and 
ending in x, ch, s, discuss and then 
sh) we add "es." tell me the rule 
Teacher uses the because when 
structure "When a they find the 
word ends in the rule by 
letter . ... we add 
themselves it 
.... to make the 
means they 
understood the 
plural." entire lesson." 
When the 
I. Students work in students 
groups to complete understood the 
the rule of adding rule, teacher 
"es" to make the then did Activity 
1 on oage 22 of 
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plural. Teacher the Skills Book. 
guides students to 
complete the rule. 
Teacher elicits the 
answer. 
Step 3 (Activity 2 on Not much A slight 
page 22 of the Skills change here modification 
Book): except that, in was in steps c. 
step c, teacher When groups 
extended the shared their 
activity to answers, 
a. Activity 2, page 22 require students instead of 
of Skills Book. 
justify why they teacher 
added "s" or himself adding Activity 2 and 
Teacher asks a "es." Teacher the words on Activity 3 on 
volunteer to read said that she Teacher the board, he page 22 of the 
the rubric aloud. "wanted to make assigned asked Skills Book were 
Then students sure that they Activity 2 and volunteers to assigned as 
discuss it in their knew the rule Activity 3 on come out and homework 
groups. Then and were not 
page 22 of the add those because there 
just guessing." Skills Book as words to the was not enough 
teacher asks homework. appropriate time to do them. 
another volunteer "Those activities section on the Bell rang at the 
to explain it. were really board: Plural end of above 
practice or or Singular. activity, Activity 
b. Students work in application for 1 on page 22 of 
pairs to complete understanding Teacher the Skills Book. 
the task. Then they when to use "es" commented, "I I asked the 
check their answers to make plural think it was teacher if he 
with the rest of 
nouns. So my more fun and a needed more 
aim was to make good TPR time and if he 
group. students (Total Physical should have 
understand the Response) planned 
c. A volunteer from rule and how to activity to ask differently, and 
each group reads use it. This was students to he said "I knew 
aloud an answer. achieved by the come up to the there would not 
Teacher adds the adaptation I board to write be enough time 
words to the ones made to this their answers." and that was ok 
already on the 
lesson and so I because the aim 
think they can of the lesson was 
board and easily and achieved. 
underlines end comfortably do Students can do 
letters and "s" or the rest of the the remaining 
"es." tasks at home." two activities at 
home as 
d. Teacher should not practice." 
get lots of students 
read aloud the 
same sentence; the 
aim is students' 
awareness of the 
visual spelling rule. 
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Step 4 (Activity 3 on 
page 22 of the Skills The same steps The small 
Book): of Teacher's addition 
Book were teacher made 
a. Teacher says to followed here as was at the end 
students: "Look at 
well. For the of the activity 
same reason, when he 
activity 3 and read teacher also elicited 
the rubric." A asked students answers. When 
volunteer reads to justify their a student gave 
aloud the rubric. answers as they an answer, 
Students in groups shared them at teacher asked 
read and discuss the end of the 
other students 
the rubric. Another 
activity. to confirm and 
justify 
volunteer explains answers. When 
the task. Teacher that was done, 
checks teacher 
understanding. recapped 
Students complete today's topic, 
the task by writing 
the rule of 
adding "es" to 
the plural of the 14 make the 
words. plural. 
b. While students are When I asked 
working on this the teacher 
task, Teacher why he spent 
works with small time asking 
groups on their students to 
portfolio. Teacher 
justify all their 
answers, he 
asks them to show said "This was 
their piece of the last activity 
writing from last so I needed to 
the lesson to make sure that 
include in their they fully 
portfolio. 
understand and 
can use the 
"es" rule." 
Homework: Teacher did not 
Teacher wrote plan to do this. This step was Not done 
At home, students the words on the She said that done as because the 
learn the spelling of board and did "they will have prescribed. teacher assigned 
cake, fox, watch, what the enough practice Activity 2 on 
dress and brush, and Teacher's Book by doing page 22 of the 
their plural forms . suggests. Activity 2 and Skills Book and 
Students write them Activity 3 on Activity 3 on 
on a piece of paper page 22 of the page 22 of the 
and include it in their Skills Book." Skills Book as 
portfolio. Teacher homework. 
reminds students to 
use the learning 




SUMMARY OF CLASS OBSERVATION FOR LESSON 6 OF UNIT 3 
Steps of How it was taught by the teacher 




the Teacher' s 
Book) 
You will Cards were Cards were Cards were Teacher did not 
Need: prepared. prepared. prepared. prepare the cards 
Mini beast because he did not 
word cards intend to teach 







one card for 
each group in 
your class. 
Step 1: Teacher said she Teacher did not do Teacher combined Teacher did not 
a. Teacher "wanted students this activity and step 1 with step 2 teach this step. He 
gives each to be involved in went straight on to and re-sequenced said "I wanted to 
group one giving the start with next some of their sub- focus on the 
minibeast instructions and activity, the steps, as follows. reading activity. 
name card. not merely follow reading activity. Discussing the 
Each them." Therefore, Teacher said "It is Teacher first poster was the 
group instead of giving a good warm-up started with Step warm-up. I had 
stands up them all but I needed all 2-a, eliciting what two big activities: 
and name instructions as the time for the animals they the reading and 
themselves suggested by the reading and the could see in the the project." 
Teacher's Book, project activities. I poster. 
she gave only two would do this 
instructions as activity on the He then went back 
b. Teacher examples. Then days when the to Step 1-a 
gives short she gave out to lesson is shorter. I followed by Step 
instruction groups the rest of brought materials 1-b, distributing 
sand the the instructions and had new ideas minibeast name 
concerned that she wrote on for the reading cards and giving 
group small cards. A activities and I instruction to 
should representative wanted to make students to 
perform from each group sure that I would perform. 
the action, read the have time for 
e.g. "Point instruction card that." Next, he did Step 
to the they had, and the 2-c followed by 
door. concerned Step 2-b, eliciting 
Bees." "animals," i.e. from students 
This is a groups, performed what they thought 
good the action. they would learn 
activity for on page 26 of the 
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teacher to Class Book, and 
recycle then having the 
vocabulary discussion about 
such as bees. 
body parts, 
classroom To rationalize the 
language, change, teacher 
preposition said "I think the 
s, etc. order I followed 
makes more sense 
Step 2 (Class Three things to be After eliciting because Teacher taught the 
Book page mentioned in the what students discussing the reading activity 
26): way teacher could see in the poster first helps exactly as 
a. Teacher handled this poster, she in setting the stage suggested by the 
puts poster activity. First, she showed them a for both the ~ Teacher's Book 
on board; postponed step b, picture of a honey warm-up without any 
students discussing bees, jar and had the [performing change. Teacher 
name as until she elicited discussion about instructions] and indicated that he 
many all what students bees as suggested talking about did not make any 
animals could see in the by the Teacher's bees." changes because 
and poster. Unluckily, Book. he thought that the 
mini beasts the first thing Teacher also reading texts were 
as they student said they She then asked combined the last suitable to his 
can. could see was "a students to close two steps of the students' level. He 
bee" but teacher their books and reading activity, added that they 
continued asking gave each group a steps g and h. could easily match 
b. When them what other reading card that Instead of because the small 
students animals/mini- had one of the eliciting answers pictures at the 
mention beasts they could texts on page 26 and then playing bottom of the page 
"bees", see. of Class Book. the tape for helped them 
teacher Students read their students to match texts to the 
asks them Second, she text in their group confirm their bigger pictures 
wh- brought realia to and decided on the answers, teacher surrounding those 
questions, the classroom: a picture that reversed the steps. texts. Teacher 
such as: jar of honey, a matched their text. Teacher played concluded that the 
where do couple of tiny toy the tape, paused it activity did not 
bees live? bees, and a picture Teacher wrote after each text have too much 
What food of a bee hive. She numbers 1-6 on before it said the reading; it was 
do they used these items the board. When answer, elicited only a kind of 
make? Do demonstrate what students were the answer from skimming. And 
you like bees look like and done reading their students, and then the steps in the 
bees? Do their colour, and text, teacher un-paused so that Teacher's Book 
you like where they live, played a "fishing students could were clear and 
honey? and what food game" with them. hear if their straightforward to 
they make for us. I A representative answers were follow. 
asked teacher of a group read correct or not. 
c. Teacher - about how often aloud the text they 
Students: she brings realia had and then came I asked the teacher 
"Look at to class and she out to the board what difference 
page 26 of said "It depends and used a this change made 
your on how long the magnetic fishing and he said "I 
Classbook. lesson is. Also it net to catch the wanted them to 
" Students depends on if I right picture that use the listening 
look at the can find represented their as another source 
page and something easily text, and then put to decide on the 
use the at my house which that picture next to answers. Maybe 
pictures to I can use for class. the right number when they listen 
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guess what I really buy stuff on the board. The they will hear 
they will if! don't have it pictures were something that 
learn but I try my best randomly spread will make them 
about. to find concrete on the teacher ' s change the 
things to bring to table. answers they 
class because had." 
In groups students are young I asked the teacher 
students children and they the rationale 
read like to see and feel behind the change 
silently the things ." and she said " I 
rubric and wanted to make it 
instruction as fun as possible 
text. A Third, teacher because students 
student combined steps g hate reading 
explains and h. Instead of activities. I think 
the task. first eliciting this is the main 
answers and activity in the 
writing them on lesson. I wanted 
e. Teacher the board (step g) my students to 
reads and then playing read and 
aloud the the tape for understand the 
instruction students to texts and not only 
text; confirm their do matching 
students answers (step h), because many 
listen and teacher elicited students can 
read the first answer, match without 
silently played the tape, reading by finding 
after the paused it for some words that 
teacher. student to confirm fit the pictures." 
their answer. 
Teacher then did Teacher did not do 
In pairs, the same for the the last step 
students rest of the suggested in the 
read the answers. Teacher Teacher's Book, 
texts and said "I combined i.e. , playing the 
match the last two steps tape because she 
them with in the reading thought that "it 
the activity because was not a real 
pictures. they have related listening activity. 
Students purposes [eliciting The aim was just 
use the and confirming for students to 
small answers] so why confirm their 
pictures at should I waste answers and that 
the bottom time when I can was achieved 
of the page combine them and already when 
to help save time for students read out 
them project step?" their texts and 

































































Step 3 Teacher followed Teacher had two Teacher thought Teacher had a 
(CB27): the steps in the new ideas that that, from his small addition to 
a. Teacher- Teacher' s Book were different to experience, the project 
Students but made a the Teacher's students find it activity. After 
"Look at decision that both Book. First, she difficult to find steps c, discussing 
page 27 of students in each told students that easy-to- the two sample 
your pair work together they can do understand projects of Maha 
Classbook. to produce just individual books information on the and Ahmed, 
"Teacher one book on an or work in pairs or lifecycle of the teacher distributed 
tells them animal of their in a group of animal they to students 
that they choice. Teacher's three. "They choose. So, samples of book 
will do a Book suggests should enjoy what instead of writing projects done by 
project that each student they are doing and about lifecycle students from last 
similar to in a pair produces so they should teacher told year. Teacher gave 
Ahmed' s. a different book decide how and students to choose students time to 
Teacher on the same with whom they animal and write look at those 
asks "Who animal. "That want to work," anything about it projects and see 
is the won't be teacher said. not necessaril y its how previous 
author of cooperative lifecycle. students did them. 
the book learning. If each Second, she He then asked 
about will produce her brought in some volunteers to talk 
frogs?" own book why do books from the about say the title 
(Maha) they need to school's learning and author of the 
and "What choose the same resource centre sample projects 
is the title animal and why and also a few they looked at. 
of do they need to be one-page printouts After that teacher 
Ahmed' s a pair? I wanted from internet. I continued with 
book?" them to cooperate asked the teacher step d, explaining 
(The Life and help each why did she not what students had 
ofa Bee). other." let students to do for their 
This research for the projects. 
activity materials 
reinforces themselves and In this regard 
the words she said "do you teacher 
"author" think they can do commented, "I 
and ''title." it? They can' t. I think showing 
have taught this what previous 
lesson many times students clarified 
b. Students and the main the activity even 
read and difficulty is that more than the 
discuss students cannot samples in their 
Activity 1 find suitable book. It also 
on page 27 materials because motivated them to 
of Class the school's do their project 
Book in learning resource because they saw 
their center has difficult concrete examples 
groups. books and they of projects and not 
Then a will go and ask just pictures in the 
student their dad or mom book." 
explains to printout out 
the task. something without 
reading it. I want 
to motivate them 
c. Teacher and make the 
reads project easier. 
aloud the When there are 
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instruction students who want 
text and to research for 
explains other materials 1 
the two encourage them 
ways of but I have to do 
putting thi s because there 
words and are many weak 
pictures students in the 































































Step 4 (Page Teacher very Teacher did not do Done as suggested The change here 
77 of Skill quickly drew the this activity by the Teacher's was that teacher 
Book): Project Record because there Book. Teacher brought in a 
1. Teacher- Sheet on the wasn ' t enough used both English record sheet that 
Students board, and used it time. Bell rang and Arabic to he designed to 
"Look at to teach the right after students explain most of replace the one in 
the project activity following chose partners, the chart. the book. I asked 
record the steps topics and teacher why he 
sheet on suggested by the materials. Teacher replaced the 
page 77 of Teacher's Book. said, however, record sheet and 
your Skills "explaining the he stated that "I 
Book." chart always takes think writers of 
a lot of time and I the book should 
usuall y use Arabic know that these 
2. Teacher to explain it." are second 
explains Teacher language learners 
how mentioned that in grade 5 and 
students she will do this they cannot do the 
should fill activity next class. suggested record 
in the sheet. They even 
record cannot understand 
sheet and it. In the past I 
how the used to spend 
sheet helps almost half an 
them plan hour to explain it. 
and check The chart I made 
their work. had fewer and 
easy items: title, 
author, find 
3. Students information, write 
find a notes, show it to 
partner to friends, make 
work with. changes, and book 
In project cover. I don't 
record think the sheet 
sheet, they should have more 
put a tick than these items 
in box I because it will be 
and write very discouraging 









































SUMMARY OF CLASS OBSERVATION FOR LESSON 13 OF UNIT 3 
Steps of Lesson How it was tauf ht by the teacher 
13ofUnit3 Sally Leena Hamed Asad 
(As prescribed by 
the Teacher's 
Book) 
Step 1 Before starting Teacher started As an Teacher started 
the activity, with a warm-up introduction to class by 
a) Teacher - teacher did a activity that she the lesson, after distributing 
Students: warm-up activity designed. It was greeting class and picture cards to 
Look at page where each group a "Think & eliciting the date, groups. Each 
33 of your of students had to Guess" game. teacher mimed group looked at a 
Skills Book. choose words Teacher read a driving a car and picture card and 
from the box to description of asked students the incomplete 
complete the something, and "what's this, sentence 
b) Students gaps in a short students guessed what am I underneath, and 
name the paragraph about what it was, doing?" A shared aloud with 
small an Omani boy e.g., teacher said student answered the rest of class 
pictures on named Ahmed. "I can fly but 1 "ride car." what they 
top of chart. The missing am not a bird. 1 Teacher corrected thought the 
words were ones can carry people "Yes, drive a person or animal 
that students but I cannot talk car." Teacher in the picture 
c) Teacher studied before to them." then pointed to could do, e.g., 
draws chart such as "is," Students himself and said "Maha can 
on board; "has," "lives," guessed "plane." " l can drive a car. swim." Teacher 
organizes "likes," and so Can you drive a also encouraged 
class in on. Teacher then did car?" Students groups to say 
groups of Step I (Activity said "Yes, 1 can" what those 
four; tells Teacher told me I on page 33 of or "No, I can't." people or animals 
students that that she "wanted Skills Book), Teacher asked could not do, e.g., 
they are students to do doing the survey students more "Maha cannot 
going to do a this warm-up for about their questions, such as live in water." 
survey about two reasons, first classmates. "Can you speak 
things they to revise some of Teacher's Italian?" and so After doing the 
can and can't the words they addition to what on. warm-up above, 
do studied before, the Teacher's teacher did 
and second that Book prescribes "I didn't want to Activity l, doing 
talking about was that she start the lesson by the survey, and 
d) Teacher Ahmed elicited names asking students to he made three 
explains the introduces them of activities open at the first adaptations. 
chart, where to the topic of students could activity [doing 
to write the collecting or could not do the survey]. I First, he decided 
names and information about and wrote them wanted to ask not to ask 
the activities. a person and on the board, few questions students to about 
Students can talking about such as: swim, and get them themselves on the 
choose any 4 them, which was draw, use a think," teacher chart because, 
activities the topic for the computer, play explained. according to the 
they want to lesson." volleyball, etc. teacher "writing 
survey about. One of the about themselves 
Teacher then Teacher said differences does match the 
taught Step I that she had the between what's aim of the 
e) Teacher (Activity I on activities on the in Teacher's activity [ doing a 
demonstrates page 33 of Skills board because Book and what survey]. The 
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the task by Book) as "students waste the teacher did activity, actually, 
asking a suggested by the a lot of time was that teacher does not ask them 
child in one Teacher' s Book agreeing on the wrote on the to fill in about 
group to ask but with a small activities and board some of the themselves. 
another child addition . Teacher then because activities Maybe it is a 
in their group brought in ten their spelling suggested by the mistake in the 
about the flashcards that skill is not very students. Teacher' s Book." 
activities had different good they waste 
they can and activities written more time in While doing that, Teacher had the 
can't do, on them. Teacher writing them on teacher also did a survey chart 
using "Can put these cards on the chart." lot of miming of projected on the 
you [play the board for Teacher told those activities to board as he 
volleyball]?" students to students if they illustrate their explained the 
"Yes, I can" choose from wanted to write meaning, such as activity. "It made 
or ''No, I when they do other activities "climb a tree" the demonstration 
can' t." activity I on page they could. and "play of the activity 
33 of Skills football." faster and more 
Book. efficient I think. 
f) Teacher A third difference Using the 
shows Teacher said that was asking overhead 
students how when students students to write projector also 
they should did this activity each other's attracted 
put a tick or they always initials instead of students' 
a cross in the wasted time writing first attention because 
box flipping through names. "Writing it's something 
depending on the pages trying their peer's first different than the 
whether they to find or name wastes a lot book and the 
can or can't remember of time, I think. board." 
do the activities they Some students, 
activity. had studied especially weak The third 
before, or argued ones, would difference to the 
about what to spend almost I 0 Teacher's Book 
g) Students of activities to write. minutes just was teacher had 8 
the same She added that copying down the flashcards with 
group ask "the aim was to activities and activities on 
each other conduct a survey their friends ' them, such as 
about the about their peers. names. So I think "play the guitar" 
activities Therefore, I can save some and "ride a bike." 
they chose to providing them of that time when He put those 
write on their with those I ask them to flashcards on the 
charts and activities write only the board and told 
put ticks or facilitated the initials." students that can 
crosses. task, saved time, use those or their 
Students and got them to own to write on 
should fill in focus on the chart. 
about surveying for 
themselves information." Teacher 
in the last explained, "I 
row. Teacher know it is better 
should that they think 
circulate and and look through 
provide the lessons they 
support and have studied to 
encourageme find activities but 
nt. they will waste 
half of the lesson 
doimi: that, and 
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that is not the 
purpose of doing 
the survey. So I 
wanted to save 
time and make 
things easier." 
Step 2 To check Though not Teacher made a Two adaptations 
This activity students' mentioned in the very interesting were made by the 
gently sensitizes understanding to Teacher's Book, reordering of teacher. First 
children to the transfer the data teacher elicited Step 2 and Step teacher elicited 
appropriate use of from the chart a few examples 3, that is, some examples 
first person and into sentences from random teaching the of"can" and 
third person using "can" and students in class speaking activity "can' t" sentences 
pronouns. "can't," teacher about their (the dialogue) and wrote them 
wrote "can" on charts and wrote and then doing on the board 
a) Teacher asks one side of the them on the the writing under two 
students to board and "can't board under two activity columns: can and 
look at the "on the other categories (transferring the can't. He said 
rubric and side. Teacher "Can" and information from that "eliciting 
instruction elicited one "Can't." Then the survey into examples shows 
text for example for students started sentences) . if students 
Activity 2 on "can" and writing. Teacher said in understood the 
page 33 of another for Explaining the this regard that activity or not." 
Skills Book. "can ' t" and then reason for this "Step 3 very 
Teacher asked students to extension, much connects to Second, teacher 
chec)<s do the activity. teacher said "I Step I because did not ask 
students' have many weak it's another students to write 
understand in "Because making students so I speaking activity. sentences about 
g of the task. learning as visual wanted to show Linguistically themselves for 
as possible works them examples speaking, I think the same 
best for my of how they it is more rationale he gave 
b) Teacher asks students" was the should do it. I effective to keep for not asking 
students to teacher's reply to think my talking by doing them to fill out 
write one my question why students the survey information about 
"can" she needed to understand [Activity I] themselves in the 
sentences write the words faster when I followed by the survey in 
and one "can" and "can ' t" give examples speaking Activity I. 
"can't" on the board in on the board." [Activity 3] and 
sentences bold, colour, then go back and 
about each huge size. finish up with the 
student in writing [Activity 
their group 2]" 
and also 
about There was no 
themselves. change in the 
Teacher speaking activity 
should (Step 3); it was 
circulate and done as 
provide suggested by the 
support and Teacher's Book. 
encourageme 
nt. But, in 
demonstrating the 
writing activity, 
c) When done, teacher wrote on 






Step 3 In Step 3-b, Teacher planned Teacher did not 
a) Students read teacher not only to teach the teach this step 
silently the demonstrated the remaining steps ( and steps 4 and 
dialogue on dialogue with a of the lesson 5) because there 
page 33 of student as tomorrow: Step was no time. 
Ski ll s Book. suggested by the 3 (dialogue) on Teacher said "I 
b) Teacher asks Teacher' s Book page 33 of was kind of sure 
a student but also did Skills Book, that I will not 
about student-student Step 4 (Read have time to do 
another demonstration and Match) on the dialogue 
student "Can when asked two page 30 of Class today. So my 
[Ahmed] volunteers to ask Book, and Step "can" and "can't" plan is to teach 
play about another 5 (song) on page on the other side. the rest 
football?" classmate in their 65 of Class Teacher elicited tomorrow. I 
The student group. Book. examples and could never teach 
answers with wrote them under this lesson in one 
"Yes, he I asked the Teacher the right period. Other 
can" or "No, teacher if that commented , "I category. colleagues who 
he can' t" or was necessary don ' t know if Reasoning teach Grade 5 
"I don't and she replied there is any writing examples said the same 
know." "absolutely! teacher who can on the board, thing to me." 
Teacher When students finish all the teacher said 
repeats with see student- steps in one "Generally Teacher told me 
a few more student period! If I want speaking, when I that he would 
students to demonstration my students to teach I always teach the 
demonstrate they feel more truly learn think of the weak dialogue (Step 3) 
the task. confident that something then I students and try tomorrow as 
c) Students in they can do it should do it in to give as many suggested by the 
each group too." two periods and and simple Teacher's Book. 
use the chart that' s what I'm examples as But, he said he 
in activity I doing." possible, and try would teach it 
to ask about to bring as many after the song 
each other Although visual aids as (Step 5). 
following the teacher did not available." 
examples teach the 
teacher gave. remaining steps, 
Students I did ask her 
should not how she wou ld 
ask a student teach them 
"Can tomorrow. 
you .. ... ?" but 
ask about Teacher said she 
another would make one 
student "Can adaptation to the 
[name] .. .. ?" activity. She 
would do inter-
group dialogues. 






their group, she 
would ask 
volunteers to go 
to other groups 
and ask them 
about what their 
members can or 
can ' t do . 
Teacher said "I 
just want to 
make it more 
real and create 
more enjoyment 
and fun with 
acti f ity and I 
am not goi ng to 
spend much 
time doing that, 
just ifthere are 
volunteers to do 
it and I think 
there wil l be 
because I have a 
few excellent 
students." 
Step 4 Teacher did not According to the There was no Teacher said he 
have time to teacher, time for Step 4 will teach this 
a) Students teach these two tomorrow she and Step 5. tomorrow as 
look at page activities. She would teach this Teacher stated suggested by the 
30 of Class stated that she activity as that he would Teacher' s Book. 
Book. knew she would suggested by the teach them next 
Teacher not have time to Teacher' s Book day. Teacher 
elicits what do them. "My because "it' s commented that 
animals plan is to use the easy, just he was happy he 
students can last activity [the matching could actually 
see in the matching activity exercise, and it finish steps 1-3 
large picture on page 33 of has colorful successfully. He 
(parrots, a Class Book] and drawings, so added that steps 4 
crocodile, a the song in [Step students [would] and 5 will be the 
kangaroo, a 5 of the understand it warm-up for 
penguin, Teacher's Book] and find it tomorrow's 
etc). as a revision and easy," teacher lesson, and that 
warm-up for next said. he would teach 
class. I will first them as 
b) Teacher asks start with suggested by the 
students if something fun, Teacher' s Book 
they think the song, and because they are 
the picture then the matching pretty simple and 
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shows what acti vity." 
these 
animals can 
really do . 
c) Students 
look at 
Activity I clear. He 
and name believed that 
the animals students will like 
in the four them and would 
pictures . have fun . He 
Students finished his 
read the comment by 
rubric. hesitantly stating 
Teacher that he might 
checks decide to do just 
understandi Step 4 and see if 
ng. there would be 
time for the song 
(Step 5) . He said 
d) Students this decision 
think about would depend on 
what these the length of the 
animals can next lesson. 








with the rest 
ofthe 
group. 




Step 5 Tomorrow, Teacher would 
teacher would play the song at 
a) If there is teach this the beginning of 
time, activity as the next lesson as 
Teacher asks suggested by the a warm-up 
class "Can Teacher's Book. activity, and then 
you sing the Teacher had do the dialogue 
'Can another idea (Step 3) followed 
You .. . ?' regarding when by the reading 
song?" to teach this (Step 4). 
Teacher step. She 
encourages thought she 
students to could upfront 
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say "Yes, we this step as the 
can." warm-up for the 
b) Teacher asks tomorrow's 
students to lesson . "We did 
open Class this song and 
Book page students like it, 
65. Students so I might do it 
read the first so that I 
words aloud would start the 
with the lesson with 
teacher. something fun, 
c) Teacher in addition to 
plays the that the song 
song; will revise what 
students join they studies 
in with the today," was the 
words of the teacher's 




SUMMARY OF POST-OBSERVATION CONVERSATION FOR LESSON 6 OF 
UNIT2 
Question/Issue Sally Leena Hamed Asad 
How do you feel "I am satisfied " It was a very long "I think it was "Not very 
about the lesson with the way it lesson. I mean lots ok; I had to happy with the 
you have just went. I felt of steps and things split it into two reading part, 
taught? confident because students had to do. I periods today the last 
I achieved all the guess that' s why I and tomorrow activity, 
aims ." divided the lesson because there because I know 
into two periods, are too many students 
today and tasks to be needed more 
tomorrow. So, done for one time. The rest 
tomorrow they will period. I am of the lesson 
do the listening part quite happy was good." 
and then more with the way it 
discussion on the went." 
text." 
What were the "Two main aims: "The aims were for "There are "To listen and 
aims of the to use the structure students to talk many aims for read about 
lesson? 'I like ' and ' I about what they like this lesson: (I) other children's 
don't like '. And and don't like, and to listen and lives. The other 
the second aim to read different sing, (2) to aim was to 
was to read about texts for general write and talk write about 
other understanding and about likes and likes and 
children/people specific dislikes, (3) to dislikes." 
from around the information." listen and read 
world." about other 
kids around the 




on the map." 






were in the 
song, and so 
on." 
What was the "Listening, "The focus of the "To write and "The two aims 
main focus of the writing, reading lesson was speaking talk about what of the lesson 
lesson? What but the main focus and reading. they like and are the main 
were the main reading." Writing about what don't like to focus of the 
language skills? they like and don' t do, and to lesson. For the 
like is actually listen and read language skills, 
speaking because about kids I think all four 
the aim is so that around the skills, I mean 
they can express world was the reading, 
orally their likes main focus but writin2, 
132 
and dislikes. The almost all listening, 
other skill is language skills speaking, and 
reading. They had were practiced also grammar. 
to read texts and in this lesson." Maybe the 
understand them ." reading was the 
"They major skill in 





what they liked 
and didn' t like 
to do. They 
listened to the 
song and also 
the texts read 
on the tape. 









like . .. ? Yes, I 
do or No, I 
don't." 
What was the "It was writing "Writing about "Step 2, "I felt that two 
most interesting about what they what they like and writing about parts of the 
part of the like and don ' t like don' t like was fun what they liked lesson really 
lesson? Explain . because it related especially that they and didn ' t like stimulated 
to themselves; discussed with their to do was the students more. 
they talked about peers how to one students One is when 
themselves. I think complete the liked. I think they talked 
the more sentences they had. it's because of about what 
personalized the Groups were its closeness to they liked and 
activity, the more enthusiastic to their real life. didn't like 
students like it." express what they So most of the doing. Students 
liked and didn't like students were wanted to read 
to do." interested to out their 
talk and write sentences but I 
about they do didn't have 
or don't do time for 
daily." everybody. 
Also, the 
"From past discussion I 
experience in had with them 
teaching this about what 
lesson, the they could see 
reading text in the pictures 
that talks about before they 
theOmani listened or read 
kids, the texts. I 
Mohammed think this was 
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and Rashid, because they 
usually also could use some 
stimulates ofthe 
more vocabulary 
participation they had learnt 
and interest. I and some 
think it' s for students were 
the same trying to guess 
reason, the information 
more the task about the 
or teaching children. So 
material relates that was very 
to students' life interesting I 
the more thought." 
interesting it is 
for students." 
What was the "The reading texts "The reading "The most 
most challenging are too long activity. Reading is challenging "First of all 
part of the containing lots of always a challenge will be time is the 
lesson? How did new words. I but I tried my best tomorrow. challenge, so I 
you found that even to simpli fy it by Students face a changed the 
accommodate high level requiring students lot of difficulty warm-up to 
those challenges? achievers made to read only one in reading. I save time. I 
lots of mistakes in text so that they don't also tried to get 
understanding and have plenty of time understand students to 
answering the to read carefully, how they can work on 
related questions. understood the be in Grade 5 activity 2, 
Sol divided the content, and answer and some of writing about 
texts between the the questions that them cannot likes and 
groups, one text relate to their text." even read dislikes real 
per group." "The use of the words. The fast without 
"Also the reading card was reason I put wasting too 
questions after the also helpful in that them in groups much time on 
texts had difficult students could all the time so discussing the 
words. I had to focus on the card that they can activity with 
explain questions they had and not be help each their peers 
before they tempted to look at other." because I knew 
answered them." other texts on the it was an easy 
same page had they "And of course one." 
read from the time makes the 
book." task more "I think the 
challenging. main challenge 
Because of this lesson 
students are so was the amount 
slow in of reading 
reading, I don't students had to 
expect them to do in activity 4. 
be able to read Five texts, each 
all the five is more than 
texts, and that's 120 words, 
fine as long as maybe 150 
they words, with 
understand many difficult 
what they will words. So I 
read." told students 





just scan for 
the answers. I 
wish we had 
time to read 
and discuss it 
thoroughly." 
Was your "No, I did make a "The changes I "Not exactly "The changes 
planning the few changes. For made are the ones I the same. I am are, like, 
same as what the example, I described before: using the same changing the 
Teacher's Book distributed texts the word game materials but warm-up 
suggests? If no, among groups so warm-up that was the way of activity, the 
what changes that they have more interesting teaching them ' Do you?' song 
have you made? more time to read and fun than the is different. For with greetings, 
What is your and understand suggested 'Do example, in the the ABC chant, 
rationale for what they read you ... ' song. The listening I and revising 
these changes? instead of just second activity, paused the tape some 
rushing through all working in groups and asked classroom 
the texts trying to to complete the ' I questions. The language. This 
finish without like' and ' I don ' t Teacher's warm-up takes 
understanding." like' sentences was Book doesn't less time and is 
a personalized and say that but I better because 
"I also omitted cooperative activity, wanted students can 
some steps from and finally using students to get revise the 
the Teacher's the reading cards to the most of the alphabet, 
Book to have focus on just one listening tape questioning 
more time for the reading text and its so that they can and answering 
reading and questions gave develop their and classroom 
writing activities." students confidence listening skill. language and 
that they can read As you know vocabulary." 
and answer it's only inside 
questions." the classroom "I also cut on 
they hear and the first sub-
"Another change use English; I steps of the 
was not dong the don't want to writing activity 
listening part till deprive them about likes and 
tomorrow. I think it of any chance dislikes. The 
is difficult to ask to develop their activity was 
students to listen to language." pretty obvious 
such longer text and easy and so 
without giving them "It is suggested I directly 
a chance to read that we teach explained it 
them first and the lesson in and gave 
understand the one period but examples and 
general idea. That is I'm teaching it asked students 
why I asked them to over two to work on it 
read today and they periods. It is instead of 
will listen not possible to spending time 
tomorrow." achieve the to discuss the 
aims of the activity with 
lesson just in their peers. 
one period." That saved 
some time for 




that students "Another 
read all the five modification 
texts. This is was that I 
not possible decided to 
given the spend some 
students' level time discussing 
and time factor, the pictures 
so I am going and what 
to ask them to students could 
read 1-2 texts see and know 
or as many as before they 
they can." listened to the 
texts. Maybe I 
"Another small spent a little bit 
change was more time on it 
trying link the but I think that 
warm-up made students 
activity with know most of 
the first main the content of 
activity of the those texts and 
lesson. So first so they felt 
I make sure more 
that students comfortable 
understood the and confident 
meaning of the with the 
vocabulary of listening and 
the song. After reading parts." 




come up to the 
board and talk 
about what 
they liked and 
didn't like to 
do." 
What steps did "I did not change "All steps were I did not "I did not 
you not change? the writing activity either changed or change the change the 
Why did you not because it was ok adapted." materials listening 
change them? and they could do because they activity and 
it because they are very also the 
could use previous enjoyable and reading activity 
learning about the because I think 
animals, food and accompanied the materials 
school subjects ." pictures made were very 
the descriptions interesting 
very easy to especially the 
understand for pictures they 
most students." motivated 
students to 
read." 
If you were to " I thi nk I would "I'm not sure ifl "I will make "Probably I 
teach this lesson teach it in the need to make any the same need to teach 
again, would you same way. I other changes. changes I the lesson in 
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change anything? already adapted Maybe I could described. I two periods 
What? Why? the lesson and I encourage groups to will probably because 
thi nk it was read two texts remove step I, students 
successfu l." instead of just one the ' Do you . .' needed more 
but again that will song because time for the 
depend on how fast students have reading and I 
steps I and 2 wi ll done this was kind of 
go and the amount before so time rushing to 
of time left for step can be saved finish what I 
3 (the reading for the other planned to 
activity) ." activities. I wi ll teach." 
also remove 
the last step, "I am also 
step 5, again thinking maybe 
because they I can combine 
have done this the listening 
game a number with the 
of times. " reading 
activities or 
"Another maybe just not 
change I might teach the 
try is to extend listening 
the reading because I think 
activity by the listening is 
asking them to just showing 
write at home a them how the 
similar words should 
description be read out but 
about the main task is 
themselves. the reading." 
This will give 
more value to "I think that 
the lesson." some teachers 
don ' t teach all 
the texts, I 
mean in the 
reading 
activity. So 
maybe they do 




which I can try 
with my 
students, just 
ask them to 
choose what 
they want to 
read." 
Do you have any "I liked the steps "Yes, I think more "I think steps I 
other comments of teaching the time should be and 5 should be "I think when 
on the lesson you reading: asking given for the removed the Ministry 
just taught or the general questions reading skill. So I because they writes the 
Teacher's Book? about the think there should have been done books they 
pictures/text, not be too many before a should think 
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listening and texts in one lesson number of about the 
reading silently because we want times and save classroom and 
with the tape, and our students to read time for the the short time 
finally reading and for steps 3 and 4 we have for the 
answering specific comprehension." (the writing lesson. The 
questions. These and reading books have 
steps allowed me " I also think that activities)." very interesting 
to assess their student should read materials but 
understanding." first and then listen "There is no we cannot 
to texts, unless it ' s a need for the teach 
purely listening portfolio everything 
task." activity; because of the 
students wi II time." 
need to spend 
time at home 
reading the 
texts for the 
next day." 
"It' s ok to have 
the five texts in 





texts to read. 
They cannot do 
all the five ; 
first because 
there is no time 
and second 
because their 
reading skill is 
weak." 
General "The reading texts " I will do the "I personally 
Comments I should be fewer, listening part think that all "Just I want to 
suggestions length should be tomorrow but I just the materials in say that 
smaller, and had a general suggested by sometimes I 
vocabulary should comment that the the curriculum want to bring 
be simpler. I listening tend to be are effective in in new things 
taught Grade 4 fast for our improving but cannot 
and I can see a students. Even students' make copies 
huge gap between when I play it two English because 
Grade 4 reading or three times many language. It is administration 
texts and Grade 5 students sti II don't clear that a lot office says that 
reading texts. understand or of efforts have they don't have 
Grade 5 is very actually cannot hear been spent in budget for 
difficult for what it says. And of designing these paper or 
students." course I don't have materials but photocopying. 
time to pause the the only So sometimes 
tape to explain. So, problem is that the limited 
maybe the way they are not resources are a 
people talk on the achievable in problem. You 
tape can be made a the time we see most of my 
bit slower. You have for the adaptation is 
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know, these are lesson . I think usually not 
second language teachers should changing the 
learners and they use or choose materials but to 
cannot pick up what from the use it 
native speakers suggested differently or 
can." materials but teach the steps 
adapt them and of the lesson in 






SUMMARY OF POST-OBSERVATION CONVERSATION FOR LESSON 12 OF 
UNIT2 
Issue Sally Leena Hamed Asad 
How do you "I think this one "When I was "The topic is easy "I wish I had more 
feel about the of the easiest and preparing for the and the aims are time for Activity 2 
lesson you shortest lessons lesson, I felt that I easy to achieve. and Activity 3, but 
have just in the semester. I was making too Today I had I achieved the 
taught? cou ld finish all many changes and plenty of time to aims so I think it 
steps and achieve probably I was not do all the steps was quite good." 
all aims." supposed to do and extend them 
that. I think it was with the 
a success and I am adaptations I 
haooy with it." made." 
What were the "To identify "To talk about "There is more "To spell plural 
lesson items from singular and plural than one nouns when they 
objectives? different nouns, and to spell objectives for the end in 'es'." 
countries, to plural nouns lesson but the 
understand and ending in x, ch, main objective 
use the rule of sh, and x." was to understand 
adding 'es' to and be able to use 
make the plural." the rule of adding 
'es' to make the 
plural of nouns. 
Another objective 
was to learn about 
what some 
countries are 
famous for, and 
also to know how 
the 'es' is 
oronounced." 
What was the "The focus was a "I think the focus "It was grammar. 
main focus of combination of was grammar, "The main skill Grammar was the 
the lesson? grammar and how to make the was grammar, and main language 
What were the spelling. It was plural of nouns also spelling skill. The main 
main language learning when to ending in x, ch, because the rule thing students 
skills? add 'es' to make sh, and x. Another tells them how to learnt was using 
plural nouns. So I small objective as spell the plural of 'es' to make 
think the main mentioned in the nouns ending in plural nouns." 
skills were Teacher's Book s,sh.ch, and x." 
grammar and was to make them 
spelling." aware of the /iz/ 
sound for when 
they add ' es' to 





What was the I thought the "The most "Although it had "I felt that 
most most interesting interesting to nothing to do with students liked the 
interesting part was the matching students was when today's topic, introduction to the 
of the lesson? activity, they talked about students 'es' rule when I 
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Explain. matching the how many sisters participated more gave examples of 
items and the and brother they in the first activity pencils and 
countries they had, that was the [when they brushes, and 
come from. This warm-up activity. matched items students tried to 
activity raises Students actively with the counties th ink of items 
students' participated when they came from]. around them or at 
awareness of the they were trying Maybe because home and give me 
culture of some to find the number students learnt that the singular and 
countries like the of pictures, for before and maybe plural forms of 
bullfighting in example, how because they like those items." 
Spain and the many brushes, and to learn about 
tortilla food in then when they other countries, I 
Mexico." tried to find the don 't know." 
right word from 
the jumbled ones 
on the board. It 
was a kind of a 
game, students 
reallv liked it." 
What was the "One challenge "The challenge "I really don't "Repeating with 
most was the was the listening. think there was the tape or even 
challenging Teacher's Book The listening is anything after the tape was 
part of the suggestion that always difficult challenging in this difficult. I think it 
lesson? How students repeat for them; they lesson. It was is better to ask 
did you with the tape. cannot follow quite easy and them to repeat 
accommodate Instead, I paused what the tape says. activities were after the tape and 
those the tape after It' s funny that in understandable. only ask for 
challenges? each sentence the Teacher's Probably asking individual 
and asked them Book says that them to justify students to repeat 
to repeat." they should repeat their answers was because when 
with the tape demanding for students are 
"The last activity because they some students repeating as a 
was also a bit cannot even repeat who are shy or whole you don't 
challenging after the tape. I weak but I asked know who is 
because it made this activity volunteers to repeating and who 
requires easier by bringing justify." is not saying 
application of all myown anything. I paused 
the spelling rules introduction the tape and 
of the plural activity and used repeated the 
words that activity 2 as an listening more 
students have extension or than once and 
taken so far in reinforcement." sometimes I 
this lesson . Many repeated the 
students made sentences myself 
mistakes by so that students 
adding 'es' to all could check their 
the words even pronunciation." 
those which 
didn't end in x, s, 
sh, or ch." 
Was your "The change I "It was very "I made small "Not the same. I 
planning the made was in different. I changes here and used my own 
same as what activity 2, the brought my own there. For teaching ways so 
the Teacher's Teacher' s Book materials and used example, when I that the content 
Book asks students to Activity I as introduced the suits the 
su11:11:ests? If reoeat the reinforcement and topic [Activity I comoetency level 
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no, what sentences aloud assigned Activity on page 22 of my students and 
changes have with the tape but 2 and Activity 3 as Ski lls Book] I to make it more 
you made? I preferred that practice students used my own way. effective. I had 
What is your students read the would do it home. I did not start with myown 
rationale for sentences after The reason for this first activity in the introduction to the 
these changes? the tape to give change is because, book. I used realia lesson, when I 
them the I think, the [pens] to used pencils and 
opportunity to materials I demonstrate the other concrete 
listen to the prepared su ited singu lar and materials to 
pronunciations of my students' level plural. I think it is introduce the 
the words and of understanding better because it is singular and plural 
then read them more, and they are concrete and real concepts. I think 
correctly ." more motivating and they can see students really 
and interesting the pens." liked it and could 
because they are understand the 
more fun and it "In the end of the difference 
involved game- same activity, I between adding 
like activities. The encouraged just 's' or 'es' and 
warm-up was students to come why." 
much more useful up with the rule 
in introducing themselves 
students to the because if they try "Also when they 
topic than the they will finished writing 
matching activity remember and the rule in 
suggested by the students can help Activity 1 [ on 
Teacher's Book each other." page 22 of the 
because it is Skills Book] I 
personalized to asked some 
students ' lives. students to read 
They talked about aloud the 
their brothers and sentences." 
sisters. Also, I 
asked them to "I did that for 
think and discuss three reasons: one 
and then tell me is to double check 
the rule because that they 
when they find the understood the 
rule by themselves rule. Second was 
it means they to practice reading 
understood the short sentences 
enti re lesson." that has plural 
nouns, and third to 
make sure that 
they pronounce 
the /i'z/ sound for 
the 'es' suffix." 
What steps did " I mostly " I brought my "! think the 
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you not followed the own materials. I content of the "Activity 2 and 
change? Why suggested totally changed activities was Activity 3 [on 
did you not materials and the materials. I actually clear and page 22 of Skills 
change them? methodology mean I had other enjoyable, so I did Book]. I think 
because I thought materials and I not change it. I they were good 
they suited my used the Teacher' s mean I did not fo llow up and 
students and Book materials for remove any practice activities 
progressively reinforcement and materials but I that students can 
moved from easy practice." added some or do at home. If I 
to difficult." modified the way had time I would 
of dealing with it do them in class." 
or teaching it. I 
sti II asked students 
to do the activities 
suggested by the 
Teacher's Book 
and I think those 
are fine." 
If you were to " I kind of don't 
teach this see that much "I don't think so. "[In Activity 3 on "I think I will try 
lesson again, connection Well, I really page 22 of the and squeeze in 
would you between asking think that if I was Skills Book] some time to do 
change students to read running out of Maybe I should Activity 2 (on 
anything? the sentences time, I did not ask groups to page 22 of Skills 
What? Why? with or after the have time to teach justify their Book] in class and 
tape, in activity the listening on answers instead of only assign 
2, with this page 22 of Skills seeking individual Activity 3 [on 
grammar lesson. Book]. I think the volunteers so that page 22 of Skills 
Maybe the author materials and the students wi ll have Book] for 
wanted to way I taught them better opportunity homework." 
involve the the 'es' rule was to talk and discuss 
reading skill with very sufficient for within their 
grammar but I them to groups." 
think next time I understand and 
teach this lesson use the rule. So "Some classes I 
I might consider they can directly have are weaker 
not asking them go to Activity 2 than others and 
to repeat and use and Activity 3 on they may need 
that time to do an page 22 of the more time to 
extension activity Skills Book. But, understand, so for 
on practicing the generally weaker classes I 
rule they are speaking, no I will combine the 
learning in this don't think I need matching activity 
lesson." to make any more [matching items to 
changes." the countries they 
came from] with 
Activity I in the 
book. The 
matching is 
supposed to be the 
warm-up but it 
doesn't introduce 
today's topic so I 
think it is ok to 
change it." 
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Do you have "l wish all the "I think Teacher's 
any other lessons are Book should "I don ' t have 
comments on reasonable in always link the other comments "I think activity 2 
the lesson you length like this warm-up with the except that it's a and 3 should be 
just taught or one so that we first step of the nice lesson. It is combined because 
the Teacher's can work with lesson. Sometimes teachable and they have the 
Book? students without we get these students felt same aim, to 
the need to rush warm-up steps, a comfortable with practice the rule 
to finish the game or a song or it." students learn in 
lesson." something, that Activity l [ on 
has no connection page 22 of Skills 
with what we are Book]." 
teaching today. 
Like for example, 
first thing the 
Teacher' s Book 
suggests for this 
lesson is to do 
matching activity, 
matching items to 
countries they 
come from, and 
that does not 
connect with the 
use of 'es' to 
make plural 
nouns. " 
General "I think that's all "I wish we have "Not really, unless "I don't have any 
Comments I 1 have." enough paper in you have other comments, 
suggestions the administration questions for me." thank you." 
to make print outs 




SUMMARY OF POST-OBSERVATION CONVERSATION FOR LESSON 6 OF 
UNIT3 
Issue Sally Leena Hamed Asad 
How do you "I think I did well "I needed more "I did my best to 
feel about the and students "I think it was time at the end of make the lesson 
lesson you understood the enjoyable and the lesson. I think successful and I 
have just lesson. There was students like it I will need to am happy about 
taught? a difficulty in the especiall y the explain again the it." 
last activity, the fishing game in project and the 
project activity. It the reading record sheet. But 
was difficult for activity ." for the rest of the 
students and also lesson it was ok I 
the record sheet." think." 
What were the "To read texts for "To understand "The main "To talk, read and 
lesson general and use objective was to write about how 
objectives? understanding and sequencers and read, listen and living things 
to do a project the simple present match texts to change and grow. 
about the lifecycle to describe pictures to show Also to understand 
of an animal." process. The next understanding. the terms author, 
objective was to And another main title, and how to 
apply what they objective was to write a mini-
learnt about write about an book.". 
lifecycle process animal." 
to write about 
lifecycle of 
another animal." 
What was the "The focus was on "The main skills "reading and "Mainly reading 
main focus of reading and were Reading and writing." and writing but 
the lesson? writing skills and writing. Students listening was also 
What were the also researching read to involved in the 
main language ski lls when they understand reading activity. 
skills? do the project." sequence in the There was 
lifecycle of bees." speaking too, 
especially the 
discussions we 
had about the 
poster and also 
about the 
projects." 
What was the "Giving and "The reading "Acting out "Looking at the 
most performing activity was the instructions was sample projects 
interesting instructions was most interesting fun . I could see from last year was 
part of the very enjoyable to because of the that students the most 
lesson? students. It was changes I made wanted me to give interesting. I think 
Explain. fun and easy such as the more instructions showing what 
because the laminated reading to groups. The previous students 
language I used in cards and fishing project was also clarified the 
those cards was game. I think interesting. My activity even more 
recycled from students learnt a students always than the samples 
previous lessons lot because they like it when they in their book. It 
or grades." were having fun are told to do also motivated 
at the same time." things, like them to do their 
"Students also making a book oroiect because 
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liked the reading project." they saw concrete 
activity because examples of 
they were only projects and not 
asked to skim and just pictures in the 
match texts to book." 
pictures. I think 
many below 
average students 
like this kind of 
reading because 
their reading skill 
is not very good 
and so they can 
skim and use the 
pictures to help 
them match." 
"The best activity 
students liked I 
think was the 
project. I notice 
that my students 
like to research 






excited and asked 
many questions 
about how to do 
the project and 
how they can get 
information and 
from where." 
What was the "The project "Explaining the "There wasn't 
most activity was two different anything "Getting them to 
challenging exciting but ways of challenging in this understand the 
part of the challenging at the organizing words lesson. Students two ways of doing 
lesson? How same time. From and pictures. I are weak in the book project 
did you previous years I mean when I reading but the was a little 
accommodate know many explained to them texts in this lesson challenging but I 
those students will how they could are pretty short. It made it easy for 
challenges? come tomorrow do their books, was not a problem them to 
and complain that because students because the texts understand by 
they could not think that it is a were surrounded showing them the 
find information real book but it is by many sample projects." 
about the lifecycle only one or two pictures." 
of animals. Many pages and could 
students in the be only "As I said 
past had this illustrations with students liked the 
difficulty so words. So I spent project activity 
tomorrow I will quite some time but they had 
bring them some explaining that problem 
materials which and I used Arabic understanding the 
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they can choose to make sure they two way of 
from but I wanted understood." organizing the 
them first to try information. 
and search." "The other That's why I 
difficulty will be spend a lot of time 
"Another big tomorrow when I explaining that 
difficulty is the explain the step." 
Project Record Project Record 
Sheet. I think Sheet. I know it 
there are too many will take me 
categories in the around 30 
chart and it just minutes but it is 
confused students, an important 
that' s why I drew sheet that helps 
it on the board students monitor 
and tried my best their progress." 
to explain it and I 
will keep referring 
to it now and then 
as students 
continue doing the 
project till next 
week." 
Was your "I made some "I had the reading I made a few "I did make a 
planning the changes to make cards and fishing adaptations. I couple of changes, 
same as what the lesson more game for the combined step 1 such as bringing 
the Teacher's interesting for my reading activity and 2 of Teacher's more materials for 
Book students based on because I wanted Book and changed the project 
suggests? If my previous to make it as fun the order of those activity. I mean 
no, what teaching as possible steps. I think the the sample 
changes have experience of this because students order I followed projects from 
you made? lesson. In the hate reading makes more sense previous year, and 
What is your warm-up activity I activities. I thi nk because also reducing the 
rationale for involved students this is the main discussing the items in the 
these not only in activity in the poster first helps project record 
changes? perform ing lesson. I wanted in setting the stage sheet. I made 
instructions but my students to for both the these changes to 
also in giving read and warm-up make the activity 
instructions. understand the [performing easy, interesting, 
Groups had fun texts and not only instructions] and and more 
with this activity do matching talking about understandable. 
because they because many bees." And, I did not 
made other groups students can teach the first step 
do actions. I had match without "In the reading [using the 
those instructions reading by activity I played minibeasts name 
on flashcards finding some the tape first and cards to give 
which I gave out words that fit the paused it at the instructions to 
to students." pictures." end of paragraphs students to 
to check student's perform] because I 
"For the reading "I brought answers. Then I wanted to focus on 
activity, I brought materials for the played it and they the reading 
some toy bees and project students checked their activity. 
picture of a hive can choose from answers. I wanted Discussing the 
and also honey to make the them to use the poster was the 
jar. I know that activity more listening as warm-up. I had 
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my students get motivating and another source to two big activities: 
more motivated doable to decide on the the reading and 
when they see me students." answers. Maybe the project." 
coming to class when they listen 
with visual "I also deleted they will hear 
materials. " some steps which something that 
were not essential will make them 
I asked teacher to the aims of the change the 
about how often lesson. Deleting answers they 
she brings realia those steps gave had. " 
to class and she me more time for 
said "It depends the reading and "I also told 
on how long the the project students to write 
lesson is. Also it activities." general 
depends on if I information about 
can find their animal if 
something easily "Some steps I they cannot find 
at my house changed. For the about its lifecycle 
which I can use project, I gave because I have 
for class. I really them freedom to taught this lesson 
don' t buy stuff if I decide if they many times and it 
don 't have it but I wanted to work is not easy to find 
try my best to find individually or in information that 
concrete things to pairs or groups. matches their 
bring to class They shou ld language level." 
because students enjoy what they 
are young are doing and so 
chi ldren and they they should 
like to see and decide how and 
feel things." with whom they 
want to work." 
"I combined the 
last two steps in 
the reading 
activity because 
they have related 
purposes [eliciting 
and confirming 
answers] so why 
should I waste 
time when I can 
combine them and 
save time for 
project step?" 
"[In the project 
activity] 
Teacher's Book 
suggests that each 
student wi ll write 





learning. If each 
wiB produce her 
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own book why do 
they need to 
choose the same 
animal and why 
do they need to be 
a pair? I wanted 
them to cooperate 
and help each 
other." 
What steps did "I did not change I made changes to "I think I only "I taught the 
you not the reading all steps. changed the way reading activity as 
change? Why activity. of teaching steps, in the Teacher's 
did you not Sometimes we get especially the Book. I think the 
change them? these long texts order of steps. I texts were easy 
which students still followed the and suitable for 
cannot do but in activities and my students. The 
this lesson I think materials but small pictures 
texts were easy to taught them in a helped them skim 
do, and the different ways. the texts and do 
pictures illustrated For example, I the matching." 
many of the used the same 
words in the texts. reading texts 
Students helped about bees 
each other because the aim 
matching the texts was to learn about 
to the pictures." bees. The texts 
were easy to 
follow and short 
enough. I also 
used the poster 
and minibeasts 
name cards 
because I think 
they are very 
effective in 
achieving the 
goals of the 
lesson." 
If you were to "I will make the " I will teach it the "I am not sure but "I don ' t think so. I 
teach this same changes I same way as I feel maybe if I am really happy 
lesson again, made this time. I today unless I had split the lesson with the how I 
would you will think about other ideas at that into two periods I taught the lesson. 
change doing something time." will have more If I face problems 
anything? to make the time for each step I will think of 
What? Why? Project Record and student will solutions and 
Sheet easier, and learn more. I don' t make changes for 
maybe bring the know, maybe not, future teaching, 
· materials I have but I was kind of like for example, 
[ that students can running out of the changes I 
use to write their time when I was made this time 
books] on the explaining the were based on the 
same day instead Project Record challenges 
of waiting till next Sheet. But other students had last 
day because some than that I don't year, that's why I 
students may get think I will make brought in samole 
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discouraged by other changes." projects and 
not fining simplified the 
materials at record sheet." 
school or at 
home." 
Do you have " It was a good "I am very "I don ' t have, "Nothing more; I 
any other lesson and satisfied with the thank you." don't think there is 
comments on achievable within lesson and how it anything else, 
the lesson you the lesson time went; that's al I. " thank you." 
just taught or but I suggest that 
the Teacher's the columns in the 
Book? Project Record 
Sheet to be 
reduced." 
General "I don't know if "Generally "No other 
Comments / "I don ' t think I this is related but speaking, I think comments, 
suggestions have other I want to say that the curriculum thanks." 
comments." making should give more 
adaptations makes time to the 
me not able to reading and 
finish all the units writing skills and 
of the book. I can reduce things like 
never finish al 1 games and songs, 
the five units repeated warm-up 
because I make activities or even 
changes and they sometimes there 
slow me down ." are activities that 
don't have 
anything to do 
with that lesson, 
especially in the 
beginning or end 




SUMMARY OF POST-OB SERVA TION CONVERSATION FOR LESSON 13 OF 
UNIT 3 
Issue Sally Leena Hamed Asad 
How do you "I feel it was "I liked the "I can say that the "Apart from time 
feel about the successful. I lesson, and my lesson was very limit, I think the 
lesson you taught all the student did too . I successful; the lesson went as I 
have just steps I planned to think dividing it instructions were planned. Students 
taught? teach . I think into two periods clear; the aims learnt a useful 
students did learn gave me enough were achieved, skill of doing a 
how to conduct a time to teach each and everything survey and writing 
survey and then step well." went well." about it. I was 
write and talk hoping to have 
about it. It's nice time to do the 
to see that by the dialogue but it 
end of the lesson will be next 
students learned lesson." 
what they were 
supposed to 
learn." 
What were "To do a survey "To conduct a "To do a survey "To talk, read, and 
the lesson on what their survey, to write about things they write about what 
objectives? classmates can or about their could and could others can or can't 
can ' t do, to write findings, and also not do. To write do through the 
about what their to ask and answer about what their survey activity." 
classmates can or question about friends could and 
can't do, and to what people can could not do. To 
ask and answer or can't do ." ask and answer 
questions about questions about 
what their what their friends 
classmates can or could and could 
can't do." not do. And, to 




What was the "The lesson "Writing and "The focus was on "Speaking, 
main focus of focuses on writing speaking. There writing, speaking listening, writing, 
the lesson? and speaking will be also and reading. But reading, and 
What were skills. There are reading in the listening was also grammar. All 
the main other non- steps I teach there when they these skills are 
language linguistic skills, tomorrow. But listen to the song reflected in the 
skills? and those are the reading is tomorrow. I think different activities 
conducting a only matching all skills are they did today and 
survey, sentences to integrated because will do tomorrow. 
transferring data pictures." there is also Sometime it is a 
from chart into grammar since combination of 
writing, and using they have to know skills at the same 
chart to describe how to ask and time. For 
information." answer questions example, when 
using 'Can they collected 
YOU . .. ?' information for 
7 
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structure." their charts, they 
spoke and they 
listening to their 
classmates using 
correct grammar 
as they asked 'can 
you ... ' and 
answered using 
'Yes, I can' or 
'No, I can't'." 
What was the "The first activity "Conducting the "Step I, doing the "Students were 
most was the most survey was the survey seemed to very energetic to 
interesting interesting most interesting, 1 be the activity that do the survey. I 
part of the because students think. 1 think it 's attracted students think that was the 
lesson? were actively because it was a most. 1 felt that most interesting 
Explain. involved in kind of real students were part of the 
collecting activity. Students enjoying it like a lesson." 
information about were very game and 
their classmates. motivated by the everybody wanted 
They liked asking chart and doing to get their chart 
'Can you ... ' the crosses and filled out as fast as 
questions and ticks. 1 think also possible." 
putting ticks or because it is 
crosses something they 
accordingly," do, not just listen 
or read." 
What was the "One challenge "Using English "There are at least "When students 
most was in choosing language [to two main were doing the 
challenging and writing down collect challenges. One is ticks and crosses 
part of the the activities on information for writing activities [ as they collected 
lesson? How the chart [Activity the survey] was and names of their information for 
did you I on page 33 of the big challenge. peers onto the the survey], some 
accommodate Skills Book]. 1 You know, there chart takes a lot of students were 
those simplified the are 32 students in time. The activity putting ticks for 
challenges? activity by the class, and it's itself is fun but all activities. I 
providing students difficult to make getting this wasn't quite sure 
with suggested sure that all preliminary if they did not 
activities on students are using information on the understand or they 
flashcards on the English. Some chart takes a lot of just wanted to 
board, ones they students started to time. So I asked complete the chart 
can choose from." use Arabic to get students to write fast. So, I 
the chart filled only the initials of explained to those 
"The aim was to out. I tried my their friends ' students 
conduct a survey best not to stay at names ." individually as I 
about their peers. one group for a walked around 
Therefore, long time but "The use of the groups." 
providing them move around pronoun ' I' to 
with those quickly so that write about "Another problem 
activities each group would themselves was a was that good 
facilitated the expect me to problem in achievers could 
task, saved time, come to them. 1 Activity I and in ask ' can you' 
and got them to also reminded Activity 2. questions more 
focus on students Students were fluently than other 
surveying for throughout the conducting a students and they 
information." activity that they survey about their were done with 
must use friends, so almost their charts fast, 
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"There was also English." all students were so they sat down 
another difficulty confused why the doing nothing. I 
in the chart and in "Another last row on the could not ask 
the writing section challenge was to chart should be them to help 
[Activities I and 2 teach this I es son about them, and others because 
on page 33 of in on period. I similarly why the everybody needed 
Skills Book) when don ' t know if last sentence in to ask 'can you . .' 
students had to there is any Activity 2 should by themselves. I 
write a ' can' teacher who can be about what could not ask 
sentence and a finish all the steps they could and them to look at the 
' can't ' sentence in one period! If I could not do. I next activity or do 
about themselves want my students personally think something else 
using the pronoun to truly learn their confusion because other 
'I'. The rubric something then I was a legitimate students would 
asks student to should do it in one. I had to need to ask them 
write sentences two periods and explain that part in the questions. So 
about their friends that's what I'm Arabic so that that was one 
but the Teacher' s doing." they understand challenge which I 
Book says that we me clearly ." need to solve for 
should ask future teaching of 
students to write this lesson." 
about themselves 
too. To solve the 
problem I gave 
examples on the 
board, and I used 
Arabic to explain 
this point." 
Was your "Generally "It was not the " I did a quick " It was a little 
planning the speaking, no! But same. I did have warm-up by different. I had the 
same as what I should say that I some changes, miming some picture cards for 
the Teacher's did not change the and I split the activities like the warm-up, just 
Book content of any lesson into two driving a car and I something simple 
suggests? If step. I used other periods. One of asked students to activate 
no, what techniques to the changes was what I was doing. students for the 
changes have teach the content the first activity, I didn't want to survey activity." 
you made? and sometimes I the guessing start the lesson by 
What is your had to make little game. I needed asking students to "Of course I split 
rationale for changes to make something that open at the first the lesson into 
these steps easier." I would better activity [doing the two periods. I 
changes? had my own activate students survey). I wanted think it is difficult 
warm-up activity, for the class than to ask few to teach more than 
and I postponed starting with the questions and get the first two or 
the last two steps first activity them think.'' three activities if I 
till tomorrow suggested by the have a warm-up 
because of time, Teacher's Book "In activity I, activity.'' 
so I actually split [ doing the survey doing the survey, I 
the lesson into chart). So my simplified the "I did not ask 
two periods." idea was to do a activity by writing students to include 
guessing game. some of the their names on the 
"So as I said, the Students liked it. activities on the survey chart nor 
Teacher's Book Maybe for some board so that to write about 
does not have a students it was a students can themselves in the 
warm-up for this bit challenging choose from them next activity. I 
lesson, so I asked but because they for their charts. I think that writimt 
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students to work worked in groups, also suggested to about themselves 
in groups and they discussed students to write does match the 
complete a short and shared their the initials of their aim of the activity 
paragraph about guesses. The peers and not the [doing a survey]. 
Ahmed because 1 game was a good first name. This The activity, 
wanted students to listening and was to save time. actually, does not 
do this warm-up thinking Writing their ask them to fill in 
for two reasons, exercise." peer's first name about themselves. 
first to revise wastes a lot of Maybe it is a 
some of the words "Also when we time, 1 think. mistake in the 
they studied discussed the Some students, Teacher' s Book." 
before, and chart [how to do especially weak 
second that the survey], 1 ones, would spend "l used the 
talking about wrote on the almost 10 minutes overhead projector 
Ahmed introduces board some of the just copying down to present the 
them to the topic activities the the activities and chart on the board. 
of collecting students their friends' It made the 
information about mentioned . names. So I think demonstration of 
a person and Students waste a I can save some of the activity faster 
talking about lot of time that time when 1 and more efficient 
them, which was agreeing on the ask them to write I think. Using the 
the topic for the activities and only the initials." overhead projector 
lesson ." then because their also attracted 
spelling skill is " I taught the students ' attention 
"For the chart not very good speaking [Step 3] because it's 
activity [Activity they waste more before the writing something 
1 on page 33 of time in writing [Step 2]. Step 3 different than the 
Skill Book] I them on the chart. very much book and the 
helped students To avoid wasting connects to Step I board." 
choose activities time and to make because it's 
by putting some the task simple another speaking "I brought in 
flashcards on the for them I wrote activity. cards that had 
board." their suggestions Linguistically activities to help 
on the board and speaking, I think it students when 
"In the writing I told them it was is more effective they did the chart. 
activity [Activity ok if they had to keep talking by I know it is better 
2 on page 33 of other activities doing the survey that they think and 
Skills Book] 1 because I didn't [Activity l] look through the 
have examples on want to prevent followed by the lessons they have 
the board on how excellent students speaking [Activity studied to find 
to do the task. 1 from using their 3] and then go activities but they 
wrote on the own ideas." back and finish up will waste half of 
board ' can' and with the writing the lesson doing 
'can't' in big font "I did a similar [Activity 2]." that, and that is 
and elicited a few thing for writing not the purpose of 
examples. Then I part [when "I demonstrated doing the survey. 
asked students to students the writing So I wanted to 
do the activity." transferred activity on the save time and 
information from board by writing make things 
"In the speaking chart into examples of 'can' easier." 
activity [Activity sentences]. I have sentences and 
3 on page 33 of many weak ' can't' sentences. "Tomorrow, I 
Skills Book] I students so I The Teacher's think I will do a 
decided to do ask wanted to show Book doesn't say little change in the 
two students to them examples of that but generally sequence of the 
demonstrate the how they should speaking, when I remaining steps. I 
activity after I do it. I think my teach I always think it will be 
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demonstrated it students think of the weak more fun to start 
with a student." understand faster students and try to with the song for 
when I give give as many and the warm-up, and 
I asked the examples on the simple examples then I will teach 
teacher if that was board because as possible, and the dialogue and 
necessary and she they could clearly try to bring as the reading." 
replied see how to write many visual aids 
"absolutely! 'can' and 'can ' t' as available." 
When student see sentences [using 
student-student the information "I split the lesson 
demonstration on their charts] ." to two periods. I 
they feel more will teach the 
confident that "There will be reading activity 
they can do it some changes [Step 4] and the 
too ." tomorrow also . In song (Step 5] 
the speaking tomorrow. I will 
activity, I will use these two 
encourage activities as warm-
students to move up. I will start 
around to other with the reading 
groups and ask and see if time 
them about what permits for the 
they can and song. I will need 
can't do. I just to have another 
want to make it look at the steps of 
more real and the next lesson." 
create more 
enjoyment and 
fun with activity 
and I am not 
going to spend 
much time doing 
that, just if there 
are volunteers to 
do it and I think 
there will be 
because I have a 
few excellent 
students." 
What steps "In each of the "I think the "I really did not "The dialogue, the 
did you not three activities I materials in all change the steps. I reading, and the 
change? Why added something the steps were taught all the step song [steps 2, 3, 
did you not as I explained good and I used but added extra and 4 
change them? before. I did not and going to use materials, respectively] will 
change the everything we activities, or be the same, 
content of any of have to do in the techniques so that except that I will 
the activities Skills Book and the lesson was be doing the song 
because they all the Class Book. more first. These are 
teach very good They survey was understandable to good practice 
skills and they interesting and my students. For activities; they 
move from one to fun and the other the same reason I don' t have new 
the next very activities were reordered and information to 
smoothly in terms also easy. I think combined steps, teach so I am not 
of difficulty ." all the activities and I split the making changes. 
are easy when lesson into two They are also 
there is enough periods. I did not accompanied by 
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time to explain change the pictures and 
them and make activities and the drawings in the 
sure students materials within book. These 
understand them. because they are activities will help 
I think what I did well-designed and me re-assess my 
was just adding doable for my students and see 
small things here students . how much they 
and there so that Generally, I wi ll remember 
students could get always like the tomorrow." 
the most out of suggested 
what they had to materials because 
do." in the same lesson 
students practice 









If you were " I am not sure that "For now I can " I will teach it as I "I am not thinking 
to teach this I will ask students say that I am did today I think." of any more 
lesson again, to write about reall y happy with changes right now 
would you themselves on the the changes I but I don ' t know 
change chart or in the made. I don't about the future. I 
anything? writing activities. know maybe for can confidently 
What? Why? The pronoun ' I' my other Grade 5 say that I am 
should be taught classes I will happy with how I 
somewhere else have to make taught it and the 
but not in this other changes materials I 
lesson. It created depending on brought and 
confusion and I their level , but I changes I made." 
had to spend time think the way I 
to explain and use taught the lesson 
Arabic." today was good." 
Do you have "I said all my "I think the "First, I think the "Thank you, I 
any other comments, thank Teacher's Book lesson should be don' t have other 
comments on you ." should have a taught in two comments." 
the lesson warm-up activity. periods and not 
you just This lesson one as suggested 
taught or the doesn't have by the Teacher's 
Teacher's warm-up activity, Book. Second, I 
Book? so I did one think teaching of 
myself." the first person 
singular 'I ' should 
be done in a 
separate lesson 
and not when 
student are doing 
a survey about 
other people, and 
then they are 
suooosed to write 
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and talk about 
what they found 
out about those 
people. Teaching 
the pronoun ' I' in 
this lesson doesn't 
make sense to 
me." 
General "No, thank you." " I don ' t have, "Thank you for "Just that I hope 
Comments / thank you." attending my that the study you 
suggestions class. I don ' t have are doing will 
more comments." convince the 
ministry to give 
teachers more 
resources to be 
creative in their 
teaching." 
I asked the teacher 
to explain more 
and he said, "I 
mean, we want 
make adaptations 
and bring different 
materials but there 
is nothing in the 
Learning 
Resource Centre. 






there should be 
paper and 
machines if want 
to print out things 
or make copies of 
extra materials, 
these kind of 
resources." 
